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Foreword 
This document aims to confront an area of research interest, the justification of it and a research 
plan detailing the research questions, methodology and methods for the three empirical docu-
ments, which represent the subsequent pieces of work required over the three years of the pro-
gramme. In addition, we identify and briefly analyse various academic fields that might be appro-
priate to the topic.  
The process of writing a research project proposal as requested seems structured and positivistic 
in nature. However is very difficult to plan and prepare a complete and precise proposal for the 
three documents to follow at the present document, as the research findings will guide us to every 
step, since we do not know from the beginning, but only hoping to be able to demonstrate accura-
cy or not of our writings as the project matures. At the same time, this structured and positivistic 
nature proceeds to be simultaneously interpretative in practice due to the fact we are capable of 
producing only interpretations of the expected way that the research will chase and every plan 
bases on interpretations prior to test the plan empirically. Therefore, in writing the research pro-
posal, we have followed a rather phenomenological approach, which is subject to advance and 
transform as the empirical research advances and we go deeper in reviewing the literature.   
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Research area 
The main theoretical inspiration of the research project is the positive emotions theory, first intro-
duced, by Fredrickson in 1998. The theory is been referred to as the ΄broaden and build΄ theory of 
positive emotions. In general, this theory asserts that when people experience positive emotions 
(i.e. love, interest, joy, contentment etc) they improve and enrich the alternative thoughts and ac-
tions they are capable of, when facing life difficulties. Not only do positive emotions like joy, in-
terest, and contentment share the feature of broadening one’s momentary thought – action reper-
toire, but they also share the feature of building one’s personal resources, ranging from physical 
and intellectual resources to social resources(Fredrickson 2000). Individuals become able to 
broaden their field of action and they easily find solutions to problems.  
Fredrickson with Levenson (1998) noted that negative and positive emotions are not isomorphic 
in this regard. While negative emotions block certain behaviour and reactions, positive emotions 
tend to liberate people and aperture a wide range of alternative actions and behaviours. According 
to this theory positive emotions employ people to a mental, social, psychic and emotional  ‘broad-
ening’ procedure, which results in increased understanding, better synthetic ability, innovative 
thinking, willingness to explore the unexplored, willingness to try, and aptitude of acting over dif-
ferent perspectives. Experiencing positive emotions, results in obtaining resources and capabili-
ties, which last.  Another essential point in Fredrickson’s theory is the ΄΄upward spiral’’ phenome-
non, which is the long-term result of experiencing positive emotions and broadening. Broadening 
helps individuals to experience positive emotions in a repetitive process, through life. Addition-
ally positive emotions help people to cope with negative deteriorating consequences of negative 
emotions. This is called the ΄΄undoing hypothesis΄΄. It practically means that, individuals could be 
motivated from a positive emotion to overpass negative situations by finding alternative solutions 
or by developing new capabilities and skills. 
If positive emotions relate to increased creativity, problem solving, coping, optimism and well-
being, this makes us believe that they also closely relate to learning ability and even affect learn-
ing in the organisational context. Learning is a competence that all organisations should develop. 
According to Chris Argyris, (1999) the better organisations are learning, the more likely they are 
to detect and correct errors and the more likely they are to be innovative and proactive. Following 
the results from Argyris research in organisational learning, we could try the following parallel-
ism; As Individuals, organisations seem to have most difficulties in learning when problems are 
unsolved and situations are threatening. This is exactly the point where they need learning more. 
In that situation they need to be open with individual members that do not fear to express their 
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view, that are capable to create teams, which have increased understanding and innovative think-
ing. Positive emotions help individuals’ to ΄΄liberate΄΄, to think revolutionary and to choose the 
finest solution from a range of alternatives. Jones and Hendry (1992), cited in Argyris (1999), 
state that learning focuses on managing personal change and self-assessment, and the whole or-
ganisation is committed through personal development. According to them, people give priority to 
society’s welfare. This could be paralleled with Jonathan Haidt (2000) essay with reference to the 
positive emotion of elevation which is about increasing one’s desire to affiliate with and help oth-
ers and, it provides a clear illustration of a part of Fredrickon’s broaden and build theory of posi-
tive emotions, according to which positive emotions may also produce optimal functioning in the 
organisations. Individuals who are receiving good deeds feel grateful, those witnessing good 
deeds feel elevated and those doing good deeds feel pride, creating a chain of increasing organisa-
tional impact and prosperity. 
 
Reflecting on the above ideas, we conclude that whenever individuals experience positive emo-
tions, they develop strong social, mental, emotional resources, they increase their personal respon-
sibility, and their ability to think energizing alternatives, and they take better-balanced and in-
formed choices. Therefore, we believe that a relation between positive emotions and learning ex-
ists, and the first induces and sustains learning in the organisational environment. 
There is interplay between emotions and learning. As learning relates to all prototype emotions, 
the interaction should be complex.  The four most common emotions - appearing in most of theo-
rists’ works- are fear, anger, sadness and joy. These emotions relate directly with learning. Up to 
now research in educational pedagogy is concerned about emotions and their affect on learning. 
However, none of the existing frameworks seems to address positive emotions as a basic set to 
learning in organisational context. 
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Justification 
Positive emotions and learning in Organisations, is of interest to the researcher as a researcher and 
as a practicing professional, and to all of the following: 
′ The academic community 
′ Professional associations and trainers and developers 
′ Managers and organisations 
The need for doing research comes from the incomplete knowledge for the bonding of positive 
emotions and learning in organisations, as an outcome of personal pursuit towards the exploration 
of the organisational optimal functioning. Complementary the human nature compulsive need for 
growth as well as common interest for society’s good and welfare are important motives for doing 
research (Antonacopoulou and Gabriel 2001). 
As an outcome of positive emotions, learning is the final objective for various reasons; learning 
can improve the quality of life of the learner, learning can improve an individual’s contribution to 
society, and learning can increase involvement, participation and achievement (Jessup 1997). 
As Argyris (1999) affirms, success in the market place is increasingly depending on learning. 
However, most of the organisations do not know how to learn. They intrinsically misunderstood 
what learning is all about and they tend to either define learning too narrowly as problem solving 
in the external environment forgetting the inside, or tend to support learning by the introduction of 
motivational schemes and employee commitment programs.  
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The Research questions  
Document 3 
In the first stage is necessary to map the range and complexity of views and positions that people 
take on positive emotions and learning. 
• We need to identify what wide-ranging behaviours and actions are relating to the creation 
of positive emotions. 
• We need to identify what different interpretations of events guide people to feel positive 
and what working experiences make them develop / have positive emotions. 
• Can positive emotions be expressed on purpose and can be controlled by individuals in the 
organisational environment? (Due to the fact some behaviours are attractive because of 
their ability to induce positive feelings, these may be on purpose exercised by individuals 
in the organisational context) It is at the other hand, that the organisational rules require 
individuals to display positive emotions (Abraham 1999). 
Conversely, it is necessary in that stage, to grasp people’s view of the organisations structures and 
processes as well as to identify the political processes and politics in the organisation we examine, 
to understand and identify any existence of presuppositions concerning cultural and social factors, 
and their relation to structural issues (These factors may impinge the research problem). 
Document 4 
After having identified behaviours and events that guide people feel positive as well as working 
experiences that make them develop / have positive emotions we need to search for: 
Recurrent patterns and associations between experiencing positive emotions and a consignment of 
areas those seem to be relative, by the literature, as learning inhibitors and enablers in organisa-
tions.  
o Ability to adapt to changes 
o Learning ability and facilitation processes 
o Job satisfaction and motivation 
o Team formation and team work 
o Support from peers and management (compassionate acts) 
o Effective problem solving 
o Creativity, Innovation and ideas generation 
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We will also research other aspects like security and self-esteem development in relation to posi-
tive emotions. 
Document 5 
In the last part of the project, we will try to search the ΄΄How΄΄, therefore the questions will be 
qualititative in essence.  
• How positive emotions lead to and contribute to learning – ways in which positive emo-
tions facilitate or inhibit learning in organisations. 
• How and if positive emotions produce learning and as a result contribute to the  optimal 
functioning in organisations 
• How Learning sustains as a positive emotions learning experience. 
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Literature Overview 
Emotions 
Our examination in the literature about emotions, discloses a definitional confusion. The terms 
emotion, affect, feeling, mood, are defined and used with the same way or in many instances seem 
to be contradicting. However, in the following pages, we are trying an attempt of presenting the 
emotions from the major perspectives in literature and at the end; we are defining the working 
definition of emotion, which we follow in the current research project.  
An emotion is a psychological state or process that functions in the management of goals. It typi-
cally elicits, by evaluating an event as relevant to its goal. It is positive when the goal is advanced 
and negative when the goal hindered. According to Frijda (1987), the core of an emotion is readi-
ness to act in a certain way. Emotions can interrupt ongoing action and can prioritise certain kinds 
of social interaction. Frijda (1987) articulates that emotion is a psychological construction consist-
ing of several aspects of components, like the component of cognitive appraisal or evaluation of 
stimuli and situations; the physiological component of activation or arousal; the component of 
motor expression; the motivational component, including behavioural intentions or readiness; and 
the component of the subjective feeling state (Frijda 1997). Emotion according to De Rivera 
(1997) cited in Antonacopoulou and Gabriel (2001), treats as a psychological state related to in-
stinct, as a perception of value in response of a particular reading of a situation and as transforma-
tion. Ortony and Turner (1990) cited in Lundberg (2001) accept that there is no generally accepted 
classification of emotions, and Lazarus (1991), believes that rather there is an over plethora of 
classifications each emphasizing the relationship with some specific theory. Lundberg (2001), ac-
cepts as true that the basic terminology of emotions is decidedly muddled; and he divides emo-
tions into two specific phenomena affective reactions and mood, which he distinguish from each 
other in terms of intensity, persistence and diffuseness. According to Fredrickson (2000) the emo-
tion is a multidimensional reactionary inclination towards a stimulus that arises in regular periods.  
The presence of the emotion is the starting point, in which the cognitive attainment follows, or not 
with the subjective understanding of the emotion by the individual. The individual reacts with a 
form of reaction in various levels: i.e. Gnostic, physiognomic, expressive, neurological, physical, 
experiential, etc. The emotion is a form of reaction to environmental changes. If any stimulus ex-
ists but there will be no reaction to that stimulus, then we have absence of emotion. As Fredrick-
son (2000) theorises and in concluding of the above, emotion is a response, is a reaction and in 
particular is a psychic reaction towards a stimulus.  
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Emotions should not be associated with affect that is a relative emotional aspect. Affect incorpo-
rates in emotions and gives emphasis in the emotions. However, affect is more general in nature 
and does not necessarily come from a specific stimulus. Affect has limited intensity and lasts 
longer than emotions, which have much higher intensity, but last for a shorter period. 
The core theory of Fredrickson in which we consent is contrary to the basic principle of the cur-
rent bibliography concerning emotions, according to which emotions defined as presuppositions 
to specific action and are the basic influence of our actions.  That definition refers to the negative 
emotions. Negative emotions are driving individuals to exclusive and specific actions. Fredrick-
son stated that this definition is single-dimensional, and we should apply it only to negative feel-
ings; due to the fact, this definition does not cover emotions, which are multi dimensional and 
lead in alternative actions as positive emotions do. 
Learning  
Psychology is the study of thinking, feeling (emotions), perceiving and acting. In recent years it 
has become increasingly clear that neither the psychology of the emotions, nor the psychology of 
perception, nor social psychology can be studied without considerable attention to processes like 
remembering, reasoning, calculating, classifying, deciding, etc, that are all topics of cognitive 
psychology (Harre 2002, p. 1). Cognitive psychology is mainly concerned with thinking. Is an at-
tempt to study cognitive phenomena, like the way physical sciences study the material phenome-
na. The scope is to give attention to the internal mental processes of the individual. Therefore, 
what remains unobservable, what is going on inside the brain is what intrigues us most, in the area 
of learning. 
Additionally, it is necessary to examine all the major schools of psychology in order to identify 
the major schools of thought that have influenced the development of theories of learning (Stewart 
cited in Leopold 2002).  For behaviourist psychology, learning is an attempt to explain the totality 
of human behaviour. The proposition is that human behaviour is learned; therefore, learning is the 
explanation of human behaviour. (Jim Stewart cited in Leopold, 2002). That theory been origi-
nated by Skinner (1953), is based upon the idea that learning is a function of change in behaviour. 
Changes in behaviour are results of an individual’s response to a stimulus that occur in the envi-
ronment. A response produces a consequence. When a particular stimulus - response pattern is 
been reinforced, the individual becomes conditioned to respond in a certain way.   Behaviour in-
itially reinforced will reoccur, intermittent reinforcement is very effective; and responses reinforce 
easily when information presented is in small amounts. Secondary conditioning is developing by 
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the fact that reinforcements generalize across similar stimuli (Skinner 1953). The difference of 
that operant conditioning to other forms of behaviourism is that the individual can emit responses 
instead of only bring forth responses due to an external stimulus. The work of Thorndike (1913) 
represents the original stimulus – response framework of behavioural psychology. Thorndike 
(1913), states that learning is the result of associations forming between stimuli and responses. 
The theory suggests that learning requires practice and rewards, stimulus – response connections 
can form a grouping together, and intelligence is a function of the number of connections learned. 
Transfer of learning occurs because of previously encountered situations and depends on the pres-
ence of identical elements in every learning situation; however, transfer is always specific, never 
general (Thorndike 1913). In later versions of his theory, the concept of belongingness is intro-
duced, connections are more readily established and the person perceives that stimuli and res-
ponses go together. The fact that stimulus – response connections can chain together, of 
Thorndike theory, is closely represented in Gestalts theory, where the focus was the idea of group-
ing; i.e.: characteristics of stimuli cause us to structure or interpret a visual field of a problem in a 
certain way (Wertheimer 1992). The primary factors that determine grouping are proximity, simi-
larity, closure and simplicity. These factors called the laws of organisation and explained in the 
context of perception and problem solving. The learner should be encouraged to discover the un-
derlying nature of a topic; disturbances are important stimulus for learning, and instruction bases 
upon the laws of organisation.  As we notice, although Gestalt theory applies to all aspects of 
learning it is most directly applied to perception and problem solving.  
A theory that spans both the cognitive and behavioural frameworks is the social learning theory. 
The social learning theory of Bandura (1976) emphasizes the importance of observing and model-
ing the behaviours, attitudes and emotional reactions of others and encompasses attention, memo-
ry and motivation therefore; it improves upon the strictly behavioural implementation of modeling 
by Miller and Dollard (1941). Social learning theory explains human behaviour in terms of conti-
nuous reciprocal interaction between cognitive, behavioural and environmental influences. Ac-
cording to this, individuals are more likely to adopt a modeled behaviour if it results in outcomes 
they may value. Besides individuals are more likely to adopt a modeled behaviour if the model is 
similar to the observer and has admired status, as well as the behaviour has functional value. As 
the highest level of observation learning achieved, by organizing and rehearsing the modeled be-
haviour presented, the theory argues that any coding of the modeled behaviour into words, labels 
and images results in better retention and effect in learning than simple observation. However, one 
may argue that this theory, which is central to the idea of socialization, cannot reveal a true capac-
ity of learning to the individual in the organisational context, but rather shown as a behavioural 
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conformity of individual to models and norms, in order to be and remain accepted in the organisa-
tional environment. As the individual learns to behave in conformance with the norms of the or-
ganisation, he adopts behaviours – according to the operant conditioning- that receive positive 
reinforcement. At the same time, he models self and influenced by the status of the person he im-
itates, therefore we may argue that he learns on purpose and learning is goal directed towards the 
imposed by the organisation-modeled behaviour. That conclusion brings us closer to Tolman’s 
(1948) theorizing of purposive behaviourism, which considered as the bridge between behaviour-
ism and cognitive theory. According to Tolman’s sign theory, an individual learns by pursuing 
signs to a goal. For example, learning acquired through meaningful behaviour. The stimuli are not 
connecting directly to a simple one to one connection with responses. Rather the incoming incen-
tives are worked over by the individual in a cognitive map of the environment, and as relation-
ships are identified and explored, finally responses are determined (Tolman 1948). Complementa-
ry to the work of Bandura on social learning is Vygotsky’s (1980) theoretical framework accord-
ing to which social interaction plays an important role in the development of cognition. Vy-
gotsky’s theory is an attempt to explain consciousness as the product of socialization. Key influ-
ences of this theory we also see in Situated learning theory of Lave (1988) according to which 
learning occurs as a function of the activity, context and culture in which it occurs. Social interac-
tion is a key component again in situational learning.  
The perceptual – cognitive view of learning focuses on what happens within the individual: mo-
tives, emotions, memory and cognition. Cognitive learning involves the selective interpretation of 
perceptual data organized into new patterns of thoughts and relationships (Coffey 1994, p.82). 
Gagnes (1985) cognitive learning theory suggests that different instruction is required for different 
learning outcomes. Moreover, learning tasks for intellectual skills, can be organized in a hierarchy 
according to complexity. In addition the theory outlines instructional events and cognitive 
processes like attention, learning guidance, recall of prior learning feedback, etc, which should 
satisfy or provide the necessary conditions of learning and operate for each learner in ways that 
constitute the condition of learning. The operations that constitute those instructional events are 
different for each different type of learning outcome. Therefore, the learning outcomes for each 
individual are different and based on individuals motives and emotions, which influence what in-
formation individuals finally select. Partially in comparison to Gagne, Bruner (1996) theorises 
that the learner selects and transforms information, constructs hypotheses, makes decisions, based 
on a cognitive structure. The cognitive structure provides meaning and organisation to the indi-
vidual’s experiences, and allows the individual to interpret and go beyond the information given. 
A remarkable learning theory that is contrary to behaviourist and cognitive theories about learning 
13 
 
is the experiential learning of Rogers (1994). Learning divides in cognitive and experiential. The 
first one considered meaningless while the second considered as significant. The latter refers to 
the applied knowledge and addresses the needs and wants of the learner. Experiential learning is 
equivalent to personal change and growth. Simply stated, learning is facilitating when the learner 
participates completely in the learning process, while he is maintaining control over its nature and 
direction. Significant learning only occurs when the subject matter is relevant to learner’s inter-
ests. Furthermore, learning about new attitudes and perspectives that can be threatening to self is 
best accumulating when external threats are at the minimum. At the same time, learning seems to 
proceed faster when there is no threat for the individuals (Rodgers 1994).  
Subsequently, it seems that what is important is to identify how people think, and locate the cog-
nitive rules of reasoning they use to design and implement their actions. If people are defending 
their actions with a relative defensive reasoning, learning cannot happen, even for the most com-
mitted employees in the organisation. Teaching people how to reason about their behaviour and 
think in new alternative ways, is a way of breaking the defences that block learning (Argyris 
1999, p.128). In that way Argyris findings relate to the psychoanalytic accounts and the methods, 
they use, in order to create different ways of thinking and consequently reacting to the individual. 
The core tenet of psychotherapeutic approaches is that people’s reactions are products of the way 
people understand the world and the reality around them. The common objective of all psycho-
therapeutic and psychoanalytic methods is to help individuals to examine carefully their way of 
thinking, their ideas and their stereotypes generation, as well as to help them reconsider beliefs 
and wrong views of their minds.  
The need to encourage individuals within organisations to understand their emotions and to em-
ploy them constructively in their daily lives is one point on which psychoanalytic and other cur-
rent accounts of emotions converge. Supporting individuals in gaining emotional understanding of 
themselves and others is a vital part of organisational learning in attempting to link emotions as a 
facilitator of learning. Learning about one’s emotions provides a useful starting point for recog-
nizing what causes these emotions and how they may worked on, reconciled with and corrected. 
This in itself is the first step to freedom - moving out - to a new state of acting, behaving, being 
(Antonacopoulou and Gabriel 2001).  
It is compulsory to attempt a description of the main schools of psychotherapy in order to develop 
our insight in the fact, that individuals should understand their emotions in order to employ them 
constructively. Despite the differences in methods and actions the different psychotherapeutic 
schools follow, what seems to be common to all is the attempt of broadening of mental, psychic, 
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social and emotional resources of the individual. This is done in a similar way with the broaden-
ing that positive emotions and positive states bring to scopes of attention, cognition and action and 
to enhanced physical, intellectual and social resources. 
The constructivism approach does not accept one single reality. In contrast with the Gnostic ap-
proach, we distinguish the basic idea of that framework in that the individual’s effort to modify 
malfunctioned ideas and to adapt has no meaning, as the core tenet of this theory is that every in-
dividual is an active arbiter of reality and he can intervene in every situation giving his own sub-
jective meaning to it. However, with the use of narrative, the individual broadens his point of 
view for his life.  The behaviourists support, that changes in behaviour through learning, are per-
manent and affect mental processes, emotions and mood. By trying to teach individuals new be-
haviours i.e. to induce socialization, that method is trying to help them broaden their spectrum of 
alternative behaviours. The solution-focused approach is based on the fact that the individuals are 
restless from their difficulties, and in order to cope with them, they should stand off and approach 
to any problem like being another’s individual problem. The realistic stand of approaching a prob-
lem helps them broaden their original provisional thesis. The psychodynamic theories, believe that 
the key to psychotherapy is conceptualisation. The individual through the conceptualisation proc-
ess is increasing the understanding of his internal world. Finally humanistic approaches, give em-
phasis in the quality of relation between patient and therapist, and the experiencing of key prob-
lem components by the individual as the way of enhancing understanding and finding new mean-
ing in life.  
Emotions and learning in organisations 
Emotions are within the texture of organising. They are inherent to social order, working struc-
tures, conflict, conformity, influence, politics, etc. Emotions are products of socialization and ma-
nipulation (Fineman 1994) cited in Tran (1998). 
On the other hand, in an empirical examination of emotional dissonance, Abraham (1999), estab-
lished that the immediate consequences of emotional dissonance in organisations were job dissa-
tisfaction and emotional exhaustion. In a following journal Abraham, (1999) asserts that low self-
esteem individuals with a negative outlook would resist organisational rules requiring them to 
display positive emotions. She follows claiming that as a negative stimulus emotional dissonance 
may lead to reduction in self-esteem, which in turn induces job dissatisfaction and emotional ex-
haustion.  
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All individuals bring to their working environment emotional components and they influence their 
colleagues and the organisational system. Whatever their talents and skills may be, according to 
Lofys’ (1998) observations - in researching the impact of emotion on creativity in organisations – 
it was the force of the emotional character that most defined their influence. The findings indi-
cated that employees’ supervisors and coworkers described them in terms of emotional qualities. 
According to the same observations, is been indicated that the emotional characteristics of a sys-
tem are the ones that are mentioned most often in terms of job satisfaction.  
As we saw before, in a similar way for learning, the constructivist approaches to emotions, guide 
individuals to adopt emotional responses in work situations, which simply represent a form of 
compliance and conformity to what the organisation wants. Psycho analytics approach emotion as 
a fundamental motivational principle in human affairs. Psycho analytics regard emotions and ra-
tionality as motivational principles in conflict, and emphasise the mobility of emotions not in re-
sponse to external factors but as consequence of psychological work. Emotions at work are not 
merely external, but also internal and they do not possess a quantitative aspect. Psychoanalytic 
authors view organisations as emotional cauldrons where fantasies, desires and passions lead a 
precarious co-existence with plans, calculations and the application of scientific thinking (Gabriel 
and Griffiths 2002). Gabriel and Griffiths accept that certain types of emotion tend to remain un-
chained and difficult to manage in periods of uncertainly and strain, i.e. anxiety cannot be very 
easily civilized. In the example of anxiety, learning ability is limited, especially for individuals 
with obsessive psychological character, when these individuals confront to a type of disorder. 
That shows us that negative emotions like anxiety, which is an inevitable part of organisations to-
day, inhibit directly the learning ability.  Organisations tend to employ defenses and mechanisms 
in order to deploy such negative emotions and control them. However, what they finally make is 
to create an illusion of routine, predictability, and protective mechanisms that do not allow the 
individuals to learn.  
In a similar way Argyris framework states that there is space to produce actionable knowledge by 
reducing or lowering off the various barriers to organisational learning and the organisational de-
fences. This helps to avoid one’s experiences of discomfiture or threat. However, the reduction of 
barriers works contradictory as it prevents individuals from discovering the causes of discomfiture 
or threat. Argyris believes that we intentionally create a world of anti-learning processes that 
overprotects the players from detecting and correcting difficult and embarrassing situations. In 
addition, he theorises that knowledge and learning should not produced only by science describing 
accurately and methodically the reality but by working on creating knowledge about virtual 
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worlds that provide beneficial alternatives. In that way society and individuals should develop 
competencies to undo and reverse the anti-learning and overprotective process. The overprotective 
process reflects a defensive reasoning of the individuals and or organisations. Defensive reasoning 
can be compared to the specified narrow and unavoidable results that negative emotions bear. The 
broadening that positive emotions bring, helps individuals to develop resources that allow better 
inner balance and maturity towards life and society, and at the same time, it provides constructive 
alternatives and behaviours contrary to the restrictive and unavoidable actions that negative emo-
tions and defensive reasoning bear. Argyris (1999) double loop learning theory, brings the idea of 
meaning and stands on a ‘theory of action’ perspective in four steps: invention of new meanings, 
discovery of espoused theory vs. in use theory, production of new actions and generalization of 
results. After applying each of these steps in ourselves, we should be in a position to foster in-
creased and effective decision making, to accept our mistakes and to become resourceful. 
(Fredrickson 2000, pp.778-794), mentions the importance of creating new meaning in organisa-
tions, and especially strengthens the importance of creating positive new meaning as an indirect 
way of cultivating positive emotions in the organisations. Positive meaning addressed, by finding 
benefits within adversity, by infusing ordinary situations with meaning, by problem solving, by 
appreciation for the jobs well done and by compassionate acts within the organisation. In a com-
parable way, Gabriel suggests that leaders in organisations should mobilize positive emotions of 
hope, courage, self-reliance and dedication, in order to manage effectively anxiety. 
Conveying a sense to the above, we assert that emotions and learning are within the context of 
organizing. Emotions guide our actions in the working place and relate to motivation, job satisfac-
tion and self-esteem. Emotional dissonance as well as anxiety inhibits learning. Positive emotions 
increase creativity, develop our ability to think refreshing, increase our capacity of problem solv-
ing, and our ability of adapting to changes. Learning among others, is a product of decision –
making, problem solving, motivation, and co-ordination.  
Yet, the literature remains framed around negative emotions and their relation to change and 
learning, and much less becomes known about the positive emotions to learning. This, at the cur-
rent stage of the project makes the development of a conceptual framework an immaterial attempt.  
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The research process  
The first stage was to review the published literature. From the first attempt we found little to be 
written about positive emotions and learning in the organisational context. We believe that we in-
vestigate an entirely new aspect, which while on its constituent parts i.e.: emotions and learning, 
we have a lot of been published, we tackle very little on the subject as such. We define a primary 
narrative, as a textual description of the phenomenon studied, based on the literature around it and 
on a number of indications from cognitive psychology. It is proper to assert that there is not em-
pirical testing of the connection of positive emotions and learning, and the first attempt develops 
in the current research project. That research effort holds great promise for advancing our under-
standing on the matter and for contributing in the optimal functioning in organisations.   
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Methodology 
The literature review has revealed methodology as suitable and more appropriate for the type of 
the research question. As the topic is moving around issues that concern people and their beha-
viour, phenomenology seems to be the only acceptable approach. Therefore, at the end stage we 
research the main topic and the primary questions, which are the primary drivers for the metho-
dology choice, by an interpretative phenomenology approach.  
Document 3 
As the researcher is been involved in the organisation studied, the research tactic he is going to 
follow for this part of the project is the action research and the case study approach.   
Action research according to Remenyi (2002, p. 49) is depended upon an external view of a situa-
tion and it essentially involves: 
• Taking a static picture of the organisational situation 
• Formulating a hypothesis based on that picture 
• Manipulation of the variables in control of the researcher 
• Taking and evaluating a second static picture of the organisation 
Document 4 
At this part, the researcher has the need to demonstrate a competence in scientific methods. 
In order to examine repetitive patterns and associations, which will guide us to the last part of the 
research, we will use a structured positivist research method. 
Document 5 
We choose to approach the research questions of document 5 with an interpretative phenomenol-
ogy approach. We derive our motive on choosing that approach from the fact there is an increas-
ing awareness of the value and benefits of qualitative research approaches such as interpretive 
phenomenology in professional disciplines, including education, the health sciences, clinical psy-
chology, social work and related fields.  Phenomenological research is challenging because it in-
volves an understanding of and expertise in a complex set of methodologies and methods, it de-
mands interpretive scholarship and writing talents, and it tends to be more dependent on extensive 
knowledge spanning a variety of disciplines.  For the researcher phenomenological and other qua-
litative methods tend to pose challenges different from the traditional quantitative forms of re-
search such as surveys, case studies, and experimental research. Through this type of approach, 
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we expect to develop personally through the focusing in the living world, through the openness to 
the experiences of the subjects and the primacy of precise description while attempting to search 
essential meanings in the description (Willig 2001). While phenomenological method is complex, 
good research studies always require more than the thorough application of a prescribed method. 
The various aspects of phenomenological method clearly make the practice of this form of inquiry 
challenging and worthy of academic recognition.    
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Method  
Document 3 
Case study approach: Case study focuses on 24 company employees from marketing, sales, cus-
tomer service, logistics, distribution and finance departments to participate in the research project. 
We choose a diversity of departments in order to obtain varying levels of emotional states. This 
will be the case throughout the document 3. 
We will inform each individual that the focus of the study will be emotions. However, we will not 
elaborate to avoid bias responses.  
Questionnaires: We are going to employ initial mapping open-ended questionnaires in the begin-
ning of interactions in order to diagnose factors and behaviours influencing the creation of posi-
tive emotions. Our intension is to access the emotional state. Scanlon (1996) cited in Picard 
(2002) used post –test questionnaires to access a number of affective factors like curiosity, inter-
est, tiredness, boredom and expectation and the challenge of task to access the affective state. In 
our project, the main idea is to identify behaviours and actions as well as tasks (working expe-
riences) that make individuals develop positive emotions. Thus an interactive questionnaire will 
help us detect the involvement of positive emotions as well as it will make us understand at what 
extend individuals express and manage positive emotions on purpose. 
We will ask, identical questions, however rephrased to reflect the degree to which the respondents 
would actually display prescribed emotions. 
Face to face Interactions: As the main research method to be selected we are going to use face to 
face interactions in order to grasp peoples view and personal experience of positive emotions as 
well as to identify the existence of presuppositions concerning  cultural and social factors which 
will be expressed as expected behaviour and expected emotions by the organisation.  
This will be a process of in depth semi structured interviews. Smith (1995b) cited in Picard 
(2002), provides helpful data of how to conduct interviews that will generate data suitable for 
phenomenological analysis. Since we are going to enter the life-world of the research participant, 
it is extremely important that the questions posed to the participant are open-ended and non-
directive (Willig 2001, p.54). We shall use focused and specific questions, in order to help people 
elaborate rather than to check whether they agree or disagree with particular statements. 
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Self – Report: Self-report as a method includes contacting questionnaires, briefly after a support 
session following the previous two cases. Although interviews are better to access non –verbal 
aspects, we will use short questionnaires after the presentation of a series of slides, in an attempt 
to map relationships of positive emotions and the subjective reading (understanding) of these 
emotions in words for the individual.  
The process will take place after the gathering of information from the previous two stages, and it 
will allow us to increase our understanding, as we will develop stronger indications from the 
combination of the three methods.  
Document 4 
The focus of this document is to describe and identify recurring patterns and associations. We will 
use evidence from the survey method in that part, in order to describe, explain and test the hypo-
thesis and the questions of document 5. A draft questionnaire will developed in the first stage as 
the product of qualitative research in document 3. This will be pre- tested in an informal approach 
– asking teachers, experts in the field and colleagues- as well as in a formal way by involving a 
pilot study, part of the main study. This will be completed in order to detect possible inadequacies 
in the questionnaire design. However, the greatest weakness of questionnaire design is the lack of 
theory. Because there is no scientific principles that guarantee an optimal or ideal questionnaire, 
questionnaire design is a skill acquired through experience. It is an art rather than a science (Mal-
hotra 1993).  
Survey –based approach: The questioning of respondents is the basis of obtaining information 
with this method. The questions are standardized. Consequently, there is a high degree of standar-
dization imposed on the data collection process. The process of asking is also direct as the ques-
tions follow a prearranged way. We shall inform each individual that the focus of the study will be 
emotions. However, we will not elaborate to avoid bias responses. In that, sense the research is 
direct because we disclose the true purpose to the respondents (Malhotra 1993, p.188). 
The sample we are going to survey is the total population of the organisation (230 individuals) 
due to the fact we do not want to have a margin of error.  
Structured Questionnaires: The method in that part of the project will be pre-coded question-
naires and we will provide a range of possible answers to the interviewee to choose between. The 
questions will be fixed and alternative.  
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Use of non – parametric tests: At that, stage of the research project there is no need to present in 
detail the statistical test we are going to employ. However since this part of the project will be a 
related design in which each subject produces rating scores for all conditions, it is proper to ex-
plain that we are going to use the Friedman test extensively. Additionally we will use Page’s L 
trend test as an extension of the Friedman’s test, as we need to look if there is a trend (recurrent 
pattern) between three or more conditions (Greene 2001).  
Additionally we will use Spearman’s correlation in order to measure the significance of a correla-
tion between people’s scores in two variables.  
Document 5 
Semi structured interviews: in the last part of the research project, we are working with tran-
scripts by interviewing a smaller team of participants with semi-structured interviews. The first 
stage of the analysis involves the reading and re –reading of the texts. We are going to produce 
wide focused and unfocused notes that reflect the initial thoughts we have in response to the texts. 
In the second stage, we will identify and label themes that characterize each section of the text. 
Some of those will capture quality of content. The third stage will be an attempt to introduce 
structure into the analysis. At the end stage, the production of a summary table of structured items 
is the outcome (Willig 2001, pp.54-55).   
In any case, we accept that our own view as researchers, will affect every exploration of the world 
of the participants, and any analysis produced will be an interpretation of the participant’s expe-
rience. 
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Setting & reflexivity  
The research project will take place in the organisation that the researcher is currently working. 
The company is one of the largest commercial companies in Greece in the Fast Moving Consumer 
Goods sector. It has a developed structure of marketing, sales, human resources, finance, etc de-
partments, and a workforce of 230 individuals. It is a modern organisation where learning consi-
dered being of critical importance.  
As part of the top management team of the organisation, the researcher has to study the organisa-
tion by letting people know that they are been studied. Consequently, he will possess an involved 
visible role. This role has the advantage of being open and honest, so as not risking any grapevine 
a covert research was going to bring in the project. However, individuals may modify their res-
ponses according to what they believe the research would like to indicate, and for that reason in 
all the phases of the project we will try to be as much discreet as possible. 
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Ethics  
The current research project is a self- sponsored one. Nonetheless we have gained access and 
management permission for running the research in an unbiased way, in the organisation being 
studied. In the phase that we have to make the survey research, and we want big involvement, the 
participants will decide by themselves if they will finally participate and whenever they will de-
cide to withdraw from the process. Management will not be interfering and accusation to any par-
ticipant is out of question.  
We shall not collect any personal data and or personnel records. The research findings are confi-
dential and anonymous and we will not allow any exploitation by the organisation under study. 
We will challenge a verification of findings, and the researcher will not present findings for which 
evidence seems to be suspicious (Remenyi 2002). 
Unbiased findings will lead to reporting upon completion of research and we estimate that they 
will contribute to the future development and learning of the organisation. 
Case studies and in-depth interviews are concerned with the details of individual participant’s life 
events. This means that the research needs to be particularly sensitive to issues around confiden-
tiality and anonymity. Furthermore, both of these processes involve self-reflection. That means 
the participant may draw attention in events that intentionally have kept out of consciousness, or 
he may find contradictions between his attitudes and behaviour. In that case, the researcher needs 
to take responsibility for the effects that the study has on the participants (Willig 2001).  
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CHAPTER 1  
FOREWORD 
The focus of study is the ability of positive emotions to facilitate learning in the organisational 
context.  
The topic is of interest to the researcher as a practicing professional as well as to the academic 
community, to the professional associations and to managers and organisations. 
We expect to find out that positive emotions facilitate learning in organisations. We expect to in-
troduce a new model on this function of positive emotions. Theoretical direct and indirect support 
towards this new perspective is featured in this study. However, we aim not only to test the ideas 
presented here, but also to provoke further research on positive emotions and their ability to facili-
tate learning in organisations. 
Learning is important because the success in the market place is increasingly depending on it. 
Learning can improve the competences and the quality of life of the learner, it can improve the 
learner’s contribution to society and it can increase participation, involvement and achievement 
(Jessup cited in Papantonopoulos 2003, p.4).   
Emotions are recognized as key component of today’s organisational life. Their general function 
is to provide individuals the ways of coping with major challenges in their lives. They also serve 
important cognitive and social functions.  
Fredrickson theory suggests ‘that positive emotions broaden people’s momentary thought-action 
repertoires. “These broadened thought-action repertoires in turn, build intellectual, physical, social 
and psychological resources for the future...” (Fredrickson 2003b, p.333).  Additionally, positive 
affect is linked to increased cognitive flexibility. 
Learning has also social, cognitive and emotional dimensions. Learning in organisations is syn-
onymous to adults learning, is constructed differently through language and it embodies the 
uniqueness of the individual. We argue that positive emotions work on the above three dimen-
sions of learning, because they build social, cognitive and psychological -emotional resources for 
the individual. When one experiences positive emotions, he/she could construct positive readings 
for a learning activity while learning is highly facilitated. 
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We choose not to discuss types and forms of learning related to the situations and timing that 
learning is happening (Murray and Donegan 2003). This relates to learning capacity and the dif-
ferent contexts in which learning activates. For us the focus is about learning in general and not 
about its forms and types. In addition, we choose not to discuss the effectiveness of learning trans-
fer in organisations (Holton and Baldwin 2003)or the differences of forms like surface learning, 
deep learning and or achieving approach learning (Ramsden 1992). 
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CHAPTER 2  
THE EMOTIONS 
The examination in the literature about emotions discloses a definitional confusion. The terms 
emotion, affect, feeling and mood, are defined and used in the same way or in instances seem con-
tradicting (Papantonopoulos 2003, p.7).  
Emotions exist as subjective, biological, purposive and social phenomena. Therefore, emotions 
have a different character in each of the above-mentioned four dimensions. To define and under-
stand emotion (Reeve 2001) proposes to study each of these dimensions and their interaction. 
First, the subjective dimension gives to the emotion its feeling. This experience is subjective and 
the emotion has meaning, intensity and quality of personal significance for the individual. In other 
words, the awareness of the emotion is phenomenological. Second, the biological dimension is 
based on the activity of the nervous and hormonal systems which participate in emotion and regu-
late behaviour. Third the functional dimension is concerned with the meaning to the individual, 
and how an emotion benefits the individual by creating to him a desire to engage in certain coping 
responses to a situation, or not. Fourth, the social aspect of emotion is about communicating one’s 
inner self to the others by facial expressions, gestures and vocalizations.  
The addition and the constructive coordination of these four aspects results in a synchronised re-
action to an eliciting event. This psychological construct is the emotion (Reeve 2001). 
Scherer, views emotions as a “sequence of interrelated synchronised changes in the states of all 
organismic subsystems, in response to an external event or internal stimulus event that is relevant 
to central concerns of the organism” (Scherer 1994, p. 27). 
Shweder perceives emotion as an interpretive system. “The emotions represent the interpretation 
of somatic and affective experiences, by insight rationalisation of the experience, followed by a 
plan”(Shweder 1994, pp. 38-43). Although action readiness is not clearly put forward by 
Shweder, we believe that it is implied as the immediate consequence and tactics of any plan.  
According to (Frijda 1986), emotion is action readiness change. That is: Emotions are changes in 
activation readiness, changes in attentional arousal readiness, changes in action tendencies readi-
ness or changes in readiness for specific concern satisfying activities like desires and enjoyments.  
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The essential features of emotions for Frijda are abeyance and flexibility and they are giving 
meaning to the concept of emotions. Readiness to act develops to flexible programs, which may 
hold in abeyance (Carver 2001). 
Emotions can interrupt ongoing action and can prioritise certain kinds of social interaction. Frijda 
(1986), articulates that emotion is a psychological construction consisting of several aspects of 
components: the component of cognitive appraisal or evaluation of stimuli and situations, the 
physiological component of activation or arousal, the component of motor expression, the motiva-
tional component- including behavioural intentions or readiness, and the component of the subjec-
tive feeling state. Frijda (1994a) in analysing emotions and moods gives the following indirect 
definition of emotion: 
“In the states that we call emotions, affect, appraisal and action readiness are object focused, 
whereas in those that we call moods these elements lack such a focus” (Frijda 1994a, p.61). 
Emotion according to De Rivera cited in Antonacopoulou (2001), is treated as a psychological 
state related to instinct, as a perception of value in response to a particular reading of a situation 
and as a transformation. Ortony and Turner, cited in Lundberg and Young (2001), accept that 
there is no generally accepted classification of emotions. On the contrary Lazarus (1991) believes 
that there is an over plethora of classifications each emphasizing the relationship with some spe-
cific theory (Papantonopoulos 2003, p.7).  
Lundberg and Young (2001) because of the difficulty to find a single definition, divide emotions 
into two specific phenomena affective reactions and mood, which they distinguish from each 
other in terms of intensity, persistence and diffuseness.  
Fredrickson (2000b), states that the emotion is a multidimensional reactionary inclination towards 
a stimulus that arises in regular periods.  The presence of the emotion is the starting point, in 
which the cognitive attainment follows, or not with the subjective understanding of the emotion 
by the individual. The individual reacts with a form of reaction in various levels: i.e. Gnostic, 
physiognomic, expressive, neurological, physical, experiential, etc. The emotion is a form of reac-
tion to environmental changes. If any stimulus exists but there will be no reaction to that stimulus, 
then we have absence of emotion. 
THE BIOLOGICAL & COGNITIVE QUADRANT OF EMOTIONS 
From the expedition in the emotions bibliography, we conclude that both biological and cognitive 
aspects underlie emotions. Those researchers arguing for the primacy of cognition, say that indi-
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viduals cannot respond emotionally unless they first appraise the meaning and the personal sig-
nificance of an event, while those in fond of biology primacy, believe that events as sub cortical 
neural activity or facial expressions activate emotion. Biological orientation researcher Ekman 
(1994a) argues that people act emotionally very fast even involuntarily in order to deal with fun-
damental life tasks.  
According to Izard, cited in Reeve (2001), emotions serve motivational purposes. These emotions 
are preparing the individuals to act in adaptive ways. Izard also argues that facial feedback acti-
vates emotions. Ekman (1994a) also supports this. Levenson (1994) believes that emotions recruit 
physiological support, but they do not cause it directly. 
Lazarus, a cognitive orientation researcher, argues that the individuals’ cognitive appraisal of the 
meaning of an event and not the event itself sets the stage for the emotional experience. Subse-
quently the individual has no reason to react emotionally if he/she cannot find a meaning and 
relevance of the potential outcome of the event to his/her own well being (Lazarus cited in Reeve 
2001). Within the same cognitive functional account Frijda strongly believes that emotions serve 
something, and they do so by examining the relevance of the events to the individual and by 
modulating action accordingly (Frijda 1986). 
Appraisal of a situation is the major argument in the cognitive theory of emotions. Emotional re-
sponses stand for physiological states, which seek for interpretation. Cognition is used to provide 
the interpretation, to examine the experience of the individual about a particular emotion, and to 
guide the individual to alter a particular behaviour. Cognition is necessary to explore and interpret 
the emotional responses and cognitive constructs of the individuals. Therefore, Frijda (1986) ar-
gues that the appraisal and not the emotion, causes the event. Arnold cited in Reeve (2001) adds 
that the appraisal of a situation for the individual as positive or negative is linked with an experi-
ence of liking or disliking of this situation.  
During the appraisal process, the individual based on memory and imagination generates a course 
of alternative actions to follow in dealing with the liked or disliked situation (Reeve 2001). Liking 
generates a tendency to approach the situation, while disliking generates a tendency to avoid the 
situation.  
Lazarus (1994b) is adding that people during the appraisal process, evaluate the potential good for 
their selves, and they always consider their personal competences and coping abilities in relation 
to the situational demands. Clore (1994b, p.181), argues that a prerequisite for an emotion is that a 
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situation should be perceived as positive or negative for one’s concerns. When the reaction is not 
positive or negative then we do not have a genuine emotion. 
However, if we could understand the cognitive dimensions and structures that underlie the ap-
praisal process of a situation, then we could successfully induce and predict certain emotions and 
create a directed emotional learning situation. Evidently, this is not possible, as people use addi-
tional dimensions to appraise a situation, or an event. These dimensions, include: the pleasantness 
of the event, the relevance of the event for one’s self, the coping ability required, the anticipated 
effort required, the attention and focus required, the compatibility of the event with personal and 
social standards, as well as the expectancy of certain outcomes, and legitimacy (Reeve 2001) and 
(Scherer 1997).  
Thus, appraisal alone does not represent the emotional reactions. Apart, from the biological fac-
tors that might contribute to the final appraisal and the different additional dimensions of appraisal 
for many emotions that may overlap each other (Frijda 1986) suggests that cognition follows emo-
tions, in terms of emotion knowledge and attributions. As emotions cause changes in cognition, 
and emotion knowledge and attributions follow, then these emotions change in order to incorpo-
rate emotion knowledge and attributions.  
The above indicates that emotions are dynamic processes and not steady states.  
THE SOCIAL QUADRANT OF EMOTIONS 
Social relationships are important for individuals. Individuals’ interactions contribute to the crea-
tion of particular identities and social roles in which emotions have an important function. Shared 
experiences, equity and exchange all affect emotions. Social settings define which emotions are 
appropriate and expected to occur in a certain situation. Consequently, people construct their own 
emotional experience based on social situations and norms.  
When we share positive emotions or negative emotions, we do not only enjoy mutual enjoyment, 
or distress for the moment but we also build and maintain relationships that are central to our lives 
for the future. It is by this sharing of emotions that people use storytelling to explain to others 
what has happened and how they have interpreted what they have felt. 
Ethologists see emotions as communication mechanisms between individuals or in bigger social 
groups. They have also noted that cooperation and turn taking are common features of social play 
and they have argued that these practices serve to build social relationships (Fredrickson 1998, 
p.311). 
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Emotions are inherent to social order, working structures, conflict, conformity, influence, politics, 
etc. Emotions are products of socialisation and manipulation (Fineman cited in Tran 1988). Indi-
viduals bring to their working environment emotional components and they influence their col-
leagues and the organisational system. Their emotional character defines this influence. Co-
workers describe themselves in terms of emotional qualities, while the emotional characteristics 
of the system are the ones which are mentioned mostly in terms of job satisfaction (Lofy 1998). 
CAN WE GENERALISE BASED ON BASICNESS? 
The issue of whether basic or prototypical emotions exist detains researchers and theorists in argu-
ing and has an influence in psychological research. It has also an influence in our research, as we 
aim to construct an understanding of the interpretations of the subject discussed, and we expect to 
reach findings and indications, that will guide us to identify and ‘generalise’ a link between posi-
tive emotions and learning. Therefore, it is important to understand if basic emotions exist and 
consequently how do they exist? As one can distinguish, the issue of being basic is one of the 
constraints of the research. Therefore, we will try to explicate our preferred notion in the follow-
ing paragraphs.  
Averill (1994a) believes that emotions can be basic, based on prototypicality, classification and 
organisation into coherent systems of behaviour. If we accept that prototypes serve as a way of 
recognizing members of a category, we may consent that basic emotions exist.  
However, we cannot say that one emotion is more fundamental than others are, and therefore it is 
more basic. Concerning this taxonomy the main argument is that we can never be certain whether 
the relation between levels of classification is one of class inclusion or part whole. Thus if we 
could categorize emotions hierarchically based on class inclusion, we should be able to have dis-
tinct names for every category of emotions.  
This is not always attainable, and when we are obliged to give a less inclusive term for an inclu-
sive category a synecdoche is created therefore hierarchy is insincere. We still have the problem 
of which level is more basic, since the criteria of choosing the basic level are not clear. Averill in 
a functional way proposes that basic emotions are probably those that fulfil vital functions with 
reference to biological, social and psychological criteria. However, a choice of one primary and 
basic function from biological, social, psychological perspectives is a priori assumption and not 
an empirical outcome (Averill 1994b).  
From a biological perspective Ekman (1994a) accepts that basic emotions exist and all emotions 
share at least seven characteristics, which allow individuals to deal with the fundamental life tasks 
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in a fast pace. Therefore he characterises emotions by: automatic appraisal, commonalities in an-
tecedent events, presence in other primates, quick onset, brief duration, unbidden occurrence and 
distinctive physiology. He is also introducing the fact that each emotion is a family of related af-
fective states. It has a main theme and variations. The themes are a product of evolution, while the 
variations are a product of learning (Ekman 1994b). 
Representing another biological perspective Panksepp (1994) believes that basic emotions are the 
ones that arise from the highly conserved sub cortical brain mechanisms, we as humans, share 
with other species. He believes that all species possess some unique sensory- perceptual inputs 
that lead to emotionality. He judges that we should define basic emotions at least in part with re-
spect to neural circuit characteristics and he names functions as desire, anger, fear, sadness, sexual 
lust, joy and maternal acceptance/ nurturance as basic emotions (Panksepp 1994). Ekman as well 
as Panksepp argues that actually there are no non-basic emotions. 
Scherer (1994) suggests that there is no evidence that basic emotions exist as independent and in-
tegral biological or psychological categories or mechanisms.  The variability of patterning of ap-
praisal, which reflects the meaning of certain events to the individual, may be universal but that 
does not mean that the situations themselves are universal. However, according to Ekman and 
Panksepp theories, the variability of patterning does not exclude the existence of a basic category. 
That is why these attempts to define the core of basic emotions reflect the fact that emotion is ex-
perienced in a separate mode and that certain patterns of expression occur more frequently than 
others, to similar types of situations (regarding appraisal) therefore are easily grouped and clus-
tered together.  
As Scherer (1994) sees emotion rather like an episode, he introduces the concept of modal emo-
tions which are characterised by a prototypical pattern of appraisals and the corresponding pat-
terning of expression, autonomic arousal, action tendencies, and feeling states (Scherer 1994).  
The main difference from basic emotions is that modal emotions are exemplified by the empirical 
study of frequency, with which, certain patterns of sequential synchronised changes in the differ-
ent components of emotion episodes occur. 
Considering the emotions at their general level, we can argue with a high degree of theorists’ con-
sensus in the bibliography, that there are basic emotions. Those should be innate and not acquired, 
should arise from the same stimuli for all people, should be expressed in a unique way and should 
evoke a distinctive physiological patterned response (Ekman 1994a). Emotions like joy, interest, 
love, sadness, anger, and fear are considered basic for many of the theorists in both cognitive and 
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biologist research traditions: Lazarus (1994a), Izard (1991), Ekman (1994), Panksepp (1994) and 
Frijda (1986). A condescension perspective concerning basic-ness, is to consider these emotions 
as families of related emotions (Reeve 2001).  For example, Joy as a family incorporates amuse-
ment, satisfaction, pride and relief.  
We choose as examples the positive emotions of joy and interest and we believe that we can gen-
eralise the findings of the study to other positive emotions like contentment, elevation (Haidt 
2000) and love, because they share a pleasant subjective feel (Fredrickson 1998, p.300) and be-
cause they can be considered as a family of related positive emotions.  
Another reason for choosing those two is that joy and interest according to Reeve (2001) have the 
ability to regulate a person to be voluntarily and fully involved in an activity. They both share mo-
tive involvement and satisfaction from an event that the individual treats as beneficial. The impor-
tance of motivation to learning as well as the voluntarily involvement is of main importance to 
learning as it is analysed later on in this document.  
Intrinsic motivation emerges automatically from psychological needs, personal curiosity and in-
terest for personal growth.  When people are employed in a situation, they feel competent and 
self-determining, experiencing intrinsic motivation that guides their behaviour (Reeve 2001, 
p.118). For example, interest can induce the desire for engagement in an activity. Therefore, indi-
viduals explore for intrinsic reasons, but nevertheless, in their attempt to satisfy their curiosity 
they increase their knowledge base.  
Interest is an important motivator of learning throughout childhood in as much as throughout 
adulthood (Fredrickson 1998), (Rodgers 1994), (Knowles 1984), and (Cross 1981). Attention - a 
product of joy - is the first step in Gagnes conditions of learning theory. It is also a prerequisite for 
adults learning theories and it is many times a standalone learning strategy.  
Joy  
Joyful behaviour can be considered as conspicuous behaviour, as it increases the bonding with 
other individuals and entraps them in a social interaction. It attracts attention and participation 
(Frijda 1986, p.27). Joyful behaviour is shown after a happy event and it does not contribute to the 
occurrence of that event. This is why Frijda considers joy as ‘pure superfluousness’ (Frijda 1986, 
p.37). In joy, intentionality is free. Moreover, the individual feels competent, as he/she is open to 
attain any object of desire. At the same time, the individual easily overpasses any obstacles. Joy is 
a result of match between an event and one’s concern. Joy is also helping individuals to acquire 
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physical skills through rough play (Kids play), to acquire cognitive skills through object play, and 
to acquire social skills through social play (Fredrickson 1998). Therefore, joy creates the tendency 
and the urge to play and explore in a broader sense, and helps in building one’s intellectual, social 
and physical skills. 
 Izard, cited in Fredrickson (1998), argues that feelings of joy arise in contexts appraised as safe 
and familiar.  
Interest  
Reeve (2001) argues that interest creates the urge to explore, to investigate and to seek informa-
tion from the objects that surround us. Interest further functions as a creativity learning and com-
petence accomplishment endeavour. Interest in an activity demonstrates the level of attention that 
individuals allocate to that activity. Fredrickson (1998) states that interest broadens an individ-
ual’s momentary thought – action repertoire, and over time it builds one’s store of knowledge. 
According to Frijda (1986, p.88) interest relates to an attending action tendency, it gives orienta-
tion and it results to identification.  
THE DIVERGENCE & CONVERGENCE OF EMOTIONS AND MOODS 
In this section we attempt a comparison and a distinction between affective states and specifically 
between emotions and moods, in order to extract a rationale for the soundness of our decision to 
research positive emotions ability to facilitate learning in organisations. 
Reeve (2001) argues that emotions are relatively rare in daily experience. However, people al-
ways feel something (Watson 1994). What therefore do they feel? (Reeve 2001), (Davidson 
1994), (Carver 2001) and (Frijda 1986) believe that what people generally feel is some level of 
positive affect or some level of negative affect. 
Davidson (1994) argues that mood and emotion are both referring to aspects of affect and those 
moods often exist as after effects of episodes, which involve emotions. The basic difference be-
tween emotion and mood according to Davidson is that emotion’s primary function is to modulate 
action, while mood’s function is to alter information-processing priorities in order to modulate 
cognition.  
Trying to give a definition Carver (2001) is using the terms affect, feeling and emotion rather in-
terchangeably. However, he is using the word emotion less frequently because he believes that 
emotion usually has connotations of psychological change which can accompany hedonic experi-
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ences. He considers affect as the experience of valence, as a subjective sense of positivity or nega-
tivity arising from an experience. He is using affect in the sense of a feeling of pleasure or of pain.  
Frijda (1986) says that for many theorists the essence of emotion is feeling and particularly affect. 
Therefore, he treats emotions moods and episodes as varieties of affect. However, he is addressing 
a feature of intentionality to emotions in order to distinguish them from other affective states. Ad-
ditionally he argues that the emotions, contrary to other varieties of affect, involve relations to 
some object. Moods are not intentional states and their object is the world and the environment 
entirely and diffusely. With the object of focus to remain, (Frijda 1994a) argues that the main dif-
ference between emotions and moods is that both affective states can be described in terms of 
other differences. These are differences in affect, appraisal, action readiness and physiological 
response (Frijda 1994a, p.61). 
Ekman (1994b) representing the biological tradition in emotions research, argues that there is a 
distinction between emotions, moods and traits. Moods last longer than emotions and they do not 
own a facial expression. He believes that emotions occur more frequently during moods, but there 
is a difficulty to modulate them at that time. 
Clore (1994) agrees with Reeve (2001), Davidson (1994) Carver (2001) and Frijda (1986), that 
both emotions and moods are affective states. However he accepts that only emotions have a gen-
eral object (Frijda 1986) and are usually briefer in duration (Ekman 1994b).  
Frijda (1994a) argues that there is no relation between the duration of the affective state and the 
existences of an object of focus, and disagrees with a distinction based on duration. He argues that 
emotional events tend to lead to emotional episodes, which last for more than an hour, and conse-
quently the ‘emotional episodes’ do not represent moods, since they have an object of focus. 
Lazarus (1994a) seems to agree as he is also questioning the distinction based on duration. 
Mood is a relative emotional aspect, which is used interchangeably with affect. Affect or mood, 
incorporates in emotions and gives emphasis in the emotions. However, affect is more general in 
nature and does not necessarily come from a specific stimulus. Affect has limited intensity and 
lasts longer than emotions, which have much higher intensity but last for a shorter period. 
As mentioned in the beginning of this section, people generally feel some level of positive affect 
or some level of negative affect. These moods often exist as after-effects of episodes involving 
emotions (Davidson cited in Reeve 2001). 
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Carver (2001) believes that positive affects constitute important information for the people who 
experience them, and play an important regulating function in the flow of behaviour. In his view, 
positive affect is understood in the framework of some general views of emotions (Carver 2001, 
p.242). However, (Reeve 2001) believes that positive affect does not influence behaviour. He 
states that positive affect does not affect attention or behaviour, what it does, is to influence the 
information people use in evaluating a situation and to facilitate cognitive flexibility and creative 
problem solving (Reeve 2001, p.432).  
Carver (2001) uses a model that relates affect and action with approach and avoidance processes. 
He believes that this model also distinguishes positive emotions according to the class of action in 
which they emerge. Some positive emotions arise while pursuing incentives, and other while 
avoiding threats. These two positive emotions are both positive but they differ in the fact that one 
set has a higher activation (Fredrickson 1998). Carver (2001) believes that the one with a higher 
activation is the one arising from the approach behaviour - pursuing incentives system.  
Consequently, an intriguing question evolves; which are the positive emotions that induce and fa-
cilitate learning?  
Following the above arguments, the positive emotions that facilitate learning could be either those 
arising from pursuing incentives, or the ones arising from the avoidance of threats. 
Frijda (1986) argues that the prevailing level of activation forms a side condition for emotional 
responses and in general it is manifest as positive or negative mood (Frijda 1986, p.467). There-
fore, a possible answer to the question above -which needs of course further empirical testing-, is 
that we might be interested more in positive emotions that have a higher level of activation due to 
the fact they are occurring in the context of a positive affect or mood, which works complementa-
ry to the positive emotion. 
We might also argue that while positive affect increases cognitive flexibility, positive emotions 
are more important because they carry more meaning, they have the feature of intentionality and 
they are related to an object. 
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FUNCTIONS OF EMOTIONS AND MOODS 
The general function of emotion seems obvious if we assume that they provide coherent and deep-
rooted ways of coping with major challenges to the welfare of an organism. A functional account 
is that of Frijda who strongly believes that emotions serve something: they serve concern satisfac-
tion, and they do so by examining the relevance of the events to the individual and by modulating 
action accordingly (Frijda 1986).  
Averill (1994b) argues that emotions have multiple functions, depending, on the aspects of the 
emotion, on the nature of consequences being considered and on whether the point of reference is 
the individual or the society. However, he is exhorting us to understand how important is to ex-
press our emotions whenever situations that demand form of action arouse respectively emotions, 
and he states that if the emotions remain unexpressed the situation will remain unchanged with 
deteriorating results for the individual.  
Clore (1994a) argues that a primary function of emotion is to provide information. Having the in-
formation, the individual evaluates the significance of events for his concerns and judges, decides 
and allocates resources appropriately.  “The output of emotion is information conveyed by distinc-
tive thoughts, feelings and expressions” (Clore 1994a, p. 111). This output helps individuals in 
establishing a meaning of the situation.  
Thus, we could argue that individuals according to their concerns construct their own reality. This 
in turn, is an indication that whenever people feel positive emotions, -therefore not feeling threat-
ened by a situation, - they could construct reality with a positive approach, because the appraisal 
of the situation is positive.  Additionally, Frijda (1994b) says that emotions can be argued as ex-
pressing the individual’s awareness of his or her position in the world rather than serving as adap-
tations to that world (Frijda 1994b, p.112). However, he is fond of a more functional perspective. 
Emotions for (Frijda 1994b) serve to appraise the relevance of events for the individual and serve 
to elicit a certain experiential, behavioural or physiological response. Emotions can be seen as the 
primary sources of decisions and control of behaviour.  
Levenson (1994) brings in light another functional position according to which, emotions serve 
psychologically by shifting attention and behaviour, serve to establish people’s position in relation 
to the environment, serve to produce a bodily gesture and reaction most appropriate for a re-
sponse, and serve as way to express both innate and learned influences. Levenson (1994) argues 
that emotions establish people’s position in relation to other people, or ideas. Emotions, through 
processes of approach and avoidance, guide our behaviour facilitation or behaviour inhibition.  
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Similarly, Carver (2001) argues that behaviour is organized around approaching incentives and 
avoiding threats. Therefore, he sees incentive motivation with the approach system and aversive 
motivation with the avoidance system, as the sources of emotional qualities that are relevant to 
approach and avoidance behaviours accordingly.   
Scherer (1994), Clark (1994), Frijda (1994) and Watson (1994), all agree that emotions serve to 
inform others about our motives and function as a motivational system.  
For Reeve (2001) emotions relate to motivation in two ways. They serve as an ongoing read out 
system and therefore they are not motives, while they also reflect the satisfaction or not of the mo-
tives, thus they are a type of motive, which energises and guides behaviour. 
Nevertheless, emotions also serve social functions. They are the means of communicating our 
feelings to others, they regulate and facilitate interaction with others and they play an important 
role in relationships (Reeve 2001). Social contact generates positive emotions and this experience 
leads to strengthened social bonds (Fredrickson 2000a). However, people may express certain 
emotions in order to facilitate social interaction. It is not always necessary for an individual to 
smile whenever he feels happy; it is common to smile whenever he wants to interact socially with 
others. This shows that emotional expressions are often socially constructed or at least are often 
socially motivated.  
From the functional point of view, emotions direct attention and behaviour to where it is needed. 
Their function is to prepare us to respond to life situations. Each emotion provides a certain readi-
ness for responding to a situation. Additionally, individual experiences and cultural learning, con-
tribute to the readiness in coping with life situations (Reeve 2001). 
As mentioned earlier, (Fredrickson 2003b) addresses specific action tendencies to negative emo-
tions. She further believes that negative emotions have a spontaneously adaptive value by provid-
ing tools for survival in life threatening situations. She is using a metaphor saying that negative 
emotions can be understood as evolutionary adaptations to threats our ancestors faced 
(Fredrickson 2003b, p.332). Is this argument though, a valid one? If we consider that fear elicits 
the urge to escape, is the urge associated with escape, in a reliable and intransitive way? We be-
lieve that the question remains unanswered. Negative emotions may narrow attention but this is 
also because people are momentarily ‘obliged’ to focus on the problem - to the relative exclusion 
of other things – therefore narrowing their attention (Carver 2003). 
17 
 
Positive emotions on the other hand, “…instead of solving problems of immediate survival, solve 
problems concerning personal growth and development” (Fredrickson 2003b, p.332).  
Simon (1976) reasoned that emotions represent calls for reprioritisation. He suggested that an 
emotion arising with respect to a goal that is out of awareness, causes people to seize up their be-
haviour and attribute to that goal a higher priority than it originally had. The stronger the emotion 
the stronger is the quest for the unattained goal.  
However, can this reprioritisation apply to individuals regarding their jobs? We empirically be-
lieve that time for reprioritisation is not enough in the modern organisational context, especially 
when we consider the rate of successful progress towards the goal attainment and the respective 
behaviours. “People who exceed the rate of progress will reduce subsequent effort … they are 
likely to coast a little…ease back such that a subsequent rate of progress returns to the criterion” 
(Frijda 1994b, p.113). On that view Carver (2001) adds that people usually do not optimise per-
formance on a concern, but rather do a good job on each concern to deal with it satisfactorily. This 
openness to the shift of goal could be a benefit or a problem in the organisational setting, due to 
the fact that it is driving behaviour accordingly. This argument clearly advocates the implications 
of positive emotions in organisations.  
Nevertheless, following this argument we conclude that when the priority of the focus activity 
drops we seek for potential other actions. Such seeking may help us identify goals with less prior-
ity but also helps us to attain new information from the environment. Without the environment it 
would be impossible to see opportunities. Therefore, this searching entails in part a broadening of 
attentional focus (Carver 2003). 
Positive affect promotes enjoyment of variety and a wide range of possibilities (Isen cited in 
Carver 2001, p.254).With that in mind (Carver 2001) proposes that positive affect induces open-
ness to seek opportunities or to fix a problem, other than the objective currently pursued. He be-
lieves that this broadening of attention is not a matter of adaptive value in the retention of genes 
for survival, as (Fredrickson 1998) and (Fredrickson 2000b) argues, but this adaptive value is 
coming from the immediate consequences of broadening of attention. That simply means that the 
results are direct as people come across a way to notice their deficiencies or to grasp new oppor-
tunities. 
The finding that positive affect facilitates cognitive flexibility is the major finding of Isen’s re-
search on the influence of positive affect on cognition during the 1980’s (Isen cited in Fredrickson 
1998).  
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Isen cited in Fredrickson (1998) has shown that positive affect leads people to formulate more ex-
tensive, integrated and flexible connections between ideas, making them develop thoughts that are 
more creative. Isen believes that positive affect helps the elaboration of material in memory; 
therefore it helps to a faster and to a better decision making. Positive affect may help people inter-
pret other people’s perspectives and recognise similarities and differences. Positive mood in one 
context results in better performance in other contexts, which in turn results in increased cognitive 
flexibility. 
Isen cited in Carver (2001) believes that positive affect makes positive information more accessi-
ble and more readily processed. He further believes that the maintenance of positive mood is a 
key motive, while the pursuit of an objective helps to the maintenance of positive mood. When 
people decide to handle a negative situation, - because they perceive it as useful or necessary for 
their well-being, - then, their cognitive flexibility increases. 
Fredrickson (2000c) argues that affective experiences have peaks and ends, which vary in per-
sonal meaning for the individual. Peaks and ends also carry more personal meaning for the indi-
vidual than other moments of the affective experiences. Importantly, peaks carry one’s capacity 
for coping with a particular situation. That makes peaks more central as they tell us what capacity 
the person needs to have in order to experience the same situation again. In the case where coping 
ability is most important, peak affect will dominate the whole experience. In that sense, peaks 
carry more self-relevant information meaning, for the ability of the individual to cope with an ac-
tivity. 
It could be argued that if peak affects are representing the emotion -as they dominate the total 
emotional experience -, one can suppose that when they are positive they also carry more positive 
meaning for the individual, and they are more important in relation to other affective states. This 
positive personal meaning means liking, and it generates a motivational tendency to approach the 
emotion-generating event. 
CONCEPTUALIZING ON POSITIVE EMOTIONS 
An emotion is a psychological state or process that functions in the management of goals. It is 
typically elicited by the evaluation of an event as relevant to its goal. It is positive when the goal 
is advanced and negative when the goal hindered. As Frijda (1986) suggests, emotions result from 
match or mismatch between events and concern. Positive emotions are those that result from 
match between events and concern. We can understand joy for example as a response to a situa-
tion that provides concern satisfaction. Fredrickson’s theory on positive emotions is contrary to 
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the basic principle of the current bibliography concerning emotions, according to which emotions 
are defined as presuppositions to specific actions and are the basic influences of our actions.  This 
definition refers to negative emotions. Negative emotions are driving individuals to exclusive and 
specific actions. Fredrickson states that this definition is single-dimensional, and we should apply 
it only to negative feelings, because it does not cover emotions that are multi dimensional and 
lead to alternative actions as positive emotions do.  
Emotions have unique signal values. For example, anger, fear and disgust have certain facial con-
figurations. This is common in most of the negative emotions. Furthermore, these configurations 
are distinct from one emotion to the other. However, in positive emotions we do not have distinct 
signal values and or characteristics (Fredrickson 2003b). 
Conversely, positive emotions appear to have no distinguishable autonomic responses 
(Fredrickson 2003b). This is also noticeable when people recall past emotional experiences, where 
they interrelate different positive emotion terms, while, they clearly differentiate negative emotion 
terms (Ellsworth and Smith cited in Fredrickson 2003b). 
Fredrickson (1998) also discards the presumption of emotions specific action activation, and pro-
poses the unspecific action tendency. Frijda (1986) for example, considers joy as an emotion that 
does not change to other behaviour if circumstances permit. Joyful behaviour does not contribute 
to the recurrence of the event which generates joy, but instead it is considered to have a non-
specific activation: ‘…pure superfluous ness: manifestation of free activation’ (Frijda 1986, p.37). 
This reference in joy indicates that positive emotions may not have specific action tendencies.  
As Clore (1994a) suggests emotional states may involve a number of processes that facilitate ac-
tion in a general way and not towards a particular behaviour. For example, anger can create the 
urge to react rapidly, extremely, or create the urge to attack, but this does not necessarily mean 
that it creates a specific action of attack.  
Additionally Fredrickson (1998) discards the emotions action tendency feature, since some posi-
tive emotions like interest and contentment, firstly create changes in cognitive activity, and sec-
ondly create tendencies for action. Therefore, what she proposes is to use the feature of thought – 
action tendencies which in relation to the antecedent writings, develops to non-specific thought – 
action tendencies. This is the base of her broaden and build model of positive emotions. This the-
ory suggests ‘that positive emotions broaden people’s momentary thought-action repertoires. 
These broadened thought-action repertoires in turn, build intellectual, physical, social and psycho-
logical resources for the future’ (Fredrickson 2003b, p.333).  
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According to this model, positive emotions involve people in a mental, social, psychic and emo-
tional broadening procedure, resulting in increased understanding, in better synthetic ability, in 
innovative and creative thinking and in increased willingness to explore. This broadening in 
people’s attention, cognition and action repertoires, is to the benefits of the individual in a repeti-
tive process through life. Additionally, positive emotions help individuals to overpass negative 
life situations by finding alternative solutions or by acquiring new capabilities and skills. 
Positive emotions for Frijda (1986) result from match or mismatch between events and concerns.  
Positive emotions result from events that occupy match.  
In a guide for parents and teachers, Veil (1994), addresses that kids learning depends heavily on 
their emotional positives and negatives. She argues that positive emotions turn kids on, as kids 
become more confident, develop optimism and respect.  
The fact that positive emotions broaden social, cognitive and action tendencies is supported by 
psychotherapeutic schools. In view of that, all of the following approaches attempt a broadening 
of mental, psychic, social and emotional resources of the individual (Papantonopoulos 2003).  
The constructivism framework suggests that the individual’s effort to modify malfunctioned ideas 
and to adapt to life situations has no meaning, as the individual is an active arbiter of reality. The 
individual can intervene in every situation giving his own subjective meaning to it, and with the 
use of narrative, he broadens his point of view for his life (Papantonopoulos 2003). 
The behaviourist approach tries to teach individuals new behaviours like inducing socialisation, in 
order to help them broaden their spectrum of alternative behaviours. In a solution-focused ap-
proach, the realism of approaching a problem helps in the broadening of the individual’s provi-
sional stance. With this psychodynamic conceptualisation process, the individual is increasing the 
understanding of his internal world. The humanistic approach, gives emphasis to the experience of 
key problem components by the individual as a way of enhancing understanding and finding new 
meaning in life (Papantonopoulos 2003, p.12). 
ADDITIONAL CONCEPTUALIZING ON EMOTIONS 
Reflecting on the above, we believe that a link between positive emotions and learning in organi-
sations is emerging.   
A positive appraisal of a learning situation or event means a liked situation with a motivational 
tendency to approach the event. It means that a person sees well-being for self as well as he/she 
believes that he/she can cope with this learning event satisfactorily.  
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Additionally, other dimensions of appraisal should be present and evaluated by the individual as 
positive, in order to sustain his/her positive involvement in the event. For example, it is important 
to draw on understanding: the person’s perception of the pleasantness of a situation, his attention, 
his understanding of the relevance to his goals as well as his interpretation of the compatibility of 
the learning event with self and society -or in the case of this study,- with the organisational stan-
dards. 
When the cognitive appraisal of the learning event is treated as liked, the individual upon personal 
relevance and other dimensions like coping ability, further evaluates the appraisal. Then, the ap-
praisal becomes the felt emotion. The felt emotion, depending on the additional dimensions of ap-
praisal, can be positive (motive consistent), or negative. When the emotion is positive, the indi-
vidual has already developed a strong cognitive experience (through the appraisal process), which 
is further facilitated and cognitive functions continue. In this case, the individual has a lessened 
autonomic nervous system activity. This is further supported by the fact that cognition follows 
emotion, with emotion knowledge and attributions (Frijda 1994c). 
As learning is a cognitive process, a high facilitation in diverse cognitive functions through the 
appraisal process -when the individual experiences positive emotions- tends to facilitate learning.  
We might also argue that positive emotions lead to learning because there is some personal rele-
vance in terms of meaning for the individual. Additionally, learning ought to function as a source 
and feedback for the creation of new positive emotions, so as meaning for the individual is sus-
tained. That is reflected in Izard (1994, p.203), who suggests that when we define emotion to in-
clude cognition it becomes difficult to separate cognition as a cause from cognition as conse-
quence.  
Additional dimensions are added in the organisational context, where social and cultural aspects 
underlie emotions. In such learning environments and structures, with references of social or col-
lective learning, desired and purposive emotional experiences could be created. A learning situa-
tion, can define which emotions are most appropriate, which emotions are expected by people, 
and people will tend to follow rules, getting in line with norms, only when they appraise the 
meaning of the event in a positive way, or when the event is socially/organisationally proper and 
rewarding.  
Emotions are present in language thus the emotional nature of language is important. Reflecting 
on this we suppose that if we can affect emotions in order to make them positive or if we can in-
duce positive emotions to individuals in an organisation, then the readings of the meanings of 
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learning will be positive and language will tend to serve these positive readings. Therefore, learn-
ing could be a matter of language. If that is sound, then positive emotions can be understood as 
such by language and language should lead to learning that will sustain. 
In addition, because emotions are contagious (Fredrickson 2003a), in our social interaction in or-
ganisations there is a tendency to mimic and synchronise expressions and behaviours with other 
people and therefore to converge emotionally (Reeve 2001). This convergence helps to presume 
that positive emotions felt by managers and leaders can be contagious in the organisational envi-
ronment (Fredrickson 2003a). Consequently, learning associated with those positive emotions can 
be spread in the collective.  
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CHAPTER 3 
LEARNING 
Behaviourist learning theory suggests that learning attempts to understand and explain the human 
behaviour. Therefore, learning is learned (Stewart cited in Leopold 2002). This theory treats the 
stimulus-response pattern, and suggests that if a behaviour is reinforced it will reoccur (Skinner 
1953). 
The difference of this operant conditioning with other forms of behaviourism is that the individual 
can generate responses instead of simply bring forth responses due to an external stimulus (Papan-
tonopoulos 2003). The original stimulus – response framework of Thorndike (1913) argues that 
the transfer of learning occurs because of previously encountered situations and depends on the 
presence of identical elements in every learning situation; however, transfer is always specific, 
never general (Thorndike 1913).  
A theory that covers both the cognitive and behavioural frameworks is the observational learning 
theory or social learning theory. The social learning theory of Bandura (1976) and Bandura (1986) 
emphasises the importance of observing and modelling the behaviours, attitudes and emotional 
reactions of others and encompasses attention, memory and motivation. Therefore, it improves 
upon the strictly behavioural implementation of modelling by Miller and Dollard (1941). Social 
learning theory explains the human behaviour in terms of continuous reciprocal interaction be-
tween cognitive, behavioural and environmental influences.  
Although individuals may acquire behaviour through observation, there is no evidence that they 
will perform this behaviour. The individual may reproduce the acquired behaviour in a situation 
where he has an incentive to do so. In relation to the contagiousness of leader’s positive emotions 
(Fredrickson 2003a) discussed in the previous chapter, this theory proposes that individuals are 
more likely to adopt a modelled behaviour if the model is similar to the observer and if it has an 
admired status. 
According to the observational learning theory, learning is most efficient when the learner is at-
tentive, when he is able to remember, when he is capable of producing the observed behaviour 
and when he is motivated. Nevertheless, we might argue that this theory, which is central to the 
idea of socialisation, cannot easily relate to true capacity of learning for the individual within the 
organisational context. Rather it seems as a behavioural conformity of the person to models and 
norms, to achieve and or maintain acceptance in the organisational environment. As the individu-
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als learn to behave in conformance with the norms of the organisation, they adopt behaviours that 
receive positive reinforcement. At the same time, they model themselves and they are influenced 
by the status of the person they imitate. Therefore, we might argue that the individual learns on 
purpose and learning is goal directed towards the imposed by the organisation-modelled behav-
iour (Papantonopoulos, 2003, p.10). 
That conclusion brings us closer to Tolman’s (1948) theory of purposive behaviourism or sign 
theory. According to Tolman’s sign theory, learning is acquired through meaningful behaviour, it 
is always purposive and goal directed while environmental factors are utilised (Tolman 1948).  
Complementary to the work of Bandura on social learning is Vygotsky’s (1980) theoretical 
framework according to which, social interaction plays an important role in the development of 
cognition. Vygotsky’s theory is an attempt to explain consciousness as the product of socialisation 
and a result of cognitive development.  
We also see key influences about the social interaction part of this theory in situated learning the-
ory of Lave (1988), according to which, learning occurs as a function of the activity, context and 
culture in which it occurs.  
Piaget cited in Brainerd (1978) has a similar cognitive focus since he proposes that cognitive 
structures and mental maps are created in order to allow individuals to understand and respond to 
physical experiences in the environment. Whenever the experiences are new, the individuals in-
crease their cognitive flexibility in order to cope with these new experiences.  
With the same cognitive focus the constructivist theory of Bruner (1996) argues that the learner 
selects and transforms information, constructs hypotheses and makes decisions based on a cogni-
tive structure. The individual is reflecting on experiences and is continuously interpreting the in-
formation given. He constructs his own meanings and mental models, by interpretation and under-
standing. The interpretations and assumptions of individuals about the world are important. 
Bruner further believes that memory always reconstructs the existing knowledge of the learner. 
The cognitive view of learning focuses on what happens within the individual: motives, emotions, 
memory and cognition. ‘Cognitive learning involves the selective interpretation of perceptual data 
organized into new patterns of thoughts and relationships’ (Coffey et all 1994, p.82).  
Gagnes (1985) cognitive learning theory suggests that learning tasks for intellectual skills are or-
ganized in a hierarchy according to complexity. The theory proposes that learning is about five 
categories: verbal information, intellectual skills, cognitive structures, motor skills and attention. 
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Additionally important within this ‘instructional’ theory is that the individual in an ‘instructive’ 
event should start from the low-level facts before proceeding to the high-level ones. The opera-
tions that constitute those instructive events are different for each different type of learning out-
come. The learning outcomes for each individual are also different and they are based on personal 
motives and emotions, which influence the information that people will finally select (Gagnes 
cited in Papantonopoulos 2003, p.11). 
The action learning approach is about the aptitude to think through things and de-brief experi-
ences at non-trivial personal and contextual levels. Action learning is a well-proven individual, 
collective and organisational development philosophy that provides a sound setting for a reflective 
inquiry (Smith and O’ Neil 2003). For Skerritt (2002) action learning is defined as the learning 
from concrete experiences and critical reflection on the experience through trial and error, discov-
ery, and learning from each other and with each other.  
An important learning theory is Kolb’s experiential learning cycle, which is based on the need for 
learning to be grounded in experience (Dewey), on the importance of a person being active in 
learning (Lewin) and on the theory of intelligence as the result of the interaction of the person 
with the environment (Piaget). The process starts with the reflection on the actual experiences of 
the individual, moves to the affective domain -reflecting on the feelings and emotions the individ-
ual has experienced-, passes to the interpretation of events and finally moves to the stage that the 
individual is obliged to take decisions as a result of the process (Hogan 1995). Kolb’s cycle as-
sumes that learning is an inherent part of the whole process. It assumes that the loop is closed and 
the cycle is self-contained. However, it seems that this is not necessarily the case as additional in-
fluences come to bear on the process (Remenyi 2002, p.101). The starting point is concrete ex-
perience therefore the person brings to the process a ready state of knowledge. This advocates the 
acceptance of non-positivist researchers and theorists. This knowledge is mainly tacit knowledge, 
it is a pre- knowledge that a person has developed through exposure to phenomena and life situa-
tions.  
Another important theory is the experiential learning theory of Rogers and Freiberg (1994). 
Rogers and Freiberg argue that learning is about applied knowledge and that learning should inte-
grate the needs of the learner. Therefore, noteworthy learning is evident when the learner has a 
true interest in the learning process.  
All, Cagnes, Rodgers and Freiberg and Kolb, learning theories find great acceptance in applied 
knowledge and in the training fields. Another supportive theory, that has a great impact on educa-
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tional learning and also consents with the significance of experiential learning, is Bruner’s (1966) 
discovery learning. The core tenet of this theory is that learners learn from their interaction with 
the environment, from exploration, from influences and from the experimentation process.  
Up to now, we might argue that action learning is often utilised interchangeably with experiential 
learning, and that it holds similar philosophical assumptions with discovery learning, since the 
implications of these terms are similar. However this model of learning still remains an individual 
learning process and although it includes a concept of thinking, of planning, of action and of re-
flection which is cyclical, it remains according to Hawkins, more linear in reality (Hawkins cited 
in Stewart 2001).   
Another individual learning theory worth examining is the Andragogy theory of Knowles. As 
Rogers experiential learning, Andragogy is clearly about adults and has a meaning for the organ-
isational learning context, which is an adult oriented context.  According to this theory adults need 
to learn experientially, they need to know why they must learn something and they need to ap-
proach learning as problem-solving. In brief, they learn best when there is value within the learn-
ing (Knowles 1984).  Cross (1981) presents the characteristics of adults as learners in a model that 
attempts to integrate theoretical frameworks like experiential learning of Rogers and Andragogy 
of Knowles. The main principles are that learning should focus on the experiences of the learners, 
the age, the developmental life stage of the learners and the situational characteristics of learning 
(Cross 1981). 
The reflective unity that could be developed from the above, emphasises on the importance to 
view the learning situation from the perspective of the learner. The learner is the arbiter of the 
learning reality; he needs to direct and control learning, he needs to benefit out of the learning 
process and he must be motivated and able to cope cognitively with the learning situation.  
Illeris (2003) also highlights the importance of viewing the learning process from the perspective 
of the learner and moves further to model learning as an individual and a social process. Adults 
are inclined to learn something, which will benefit their own life situation. He focuses on work-
place learning, which is associated with workplace competence development. The reason seems 
simple. The competences required by the modern organisations are not easily acquired by educa-
tional learning. The competence characteristics that individuals should develop, like creativity, 
flexibility, and responsibility, are mere personal accomplishments.  
Illeris (2003) model suggests that learning is composed by two types of processes. The one com-
ponent is the interaction processes or in other words the processes that link the learner with the 
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environment. These are social in nature and they carry a social dimension. The second component 
is about inter-mental processes. These are acquisition and elaboration processes, which are psy-
chological in nature and have a cognitive and an emotional side. Therefore, learning has a social, 
a cognitive and an emotional dimension. The social dimension includes communication, coopera-
tion, and understanding. The cognitive dimension includes skills, understanding and meanings, 
functionality and knowledge. The emotional dimension includes patterns of emotions, motivation, 
attitudes and mental balance.  
However, this approach as well as situated learning theory does not provide the reason why indi-
viduals are willing to learn. Approaches like creative learning and experiential learning of Rogers 
deal with the individual willingness to learn, and presuppose that the individual finds significance 
and relevance to the learning process. Significance means positive meaning for the individual and 
positive meaning directs the learner’s willingness to be involved in situations that have relevance 
to his well fare while they are not threatening to his life.  
Kolb’s learning cycle, as well as Rodgers experiential learning can give us a remarkable insight in 
conceptualising that positive emotions could affect in a positive way learning, because individuals 
develop and learn in situations where they see personal relevance and when their well being is not 
threatened.  
LEARNING AS A RESULT OF THE EMOTIONAL CLIMATE OF ORGANISATIONS 
This section addresses indirectly our main concern; are emotions and learning within the context 
of organising?  
Emotions guide our actions in the work place and relate to motivation, job satisfaction and self-
esteem. Emotional dissonance as well as anxiety inhibits learning (Papantonopoulos 2003). Posi-
tive emotions increase creativity, develop our ability to think refreshingly, increase our capacity 
for problem solving, and increase our ability for adapting to changes. Learning among others, is a 
product of decision making, problem solving, motivation, and co-ordination.  
Much of the writings regarding learning in organisations seem to overlook the importance of emo-
tional dimensions of learning. Learning takes also place on emotional and spiritual levels (Ikehara 
cited in Stewart 2001). Many decisions within the organisational context stem from a final emo-
tional suggestion of the decision maker. The emotional climate that Tran (1998) introduces is 
about emotions like contempt, joy, interest, pleasure and envy, that influence decisions and or-
ganisation and consequently influence areas like creativity, concept formation, problem-solving 
and reasoning. The emotional climate strongly affects the facilitation of learning (Tran 1998). 
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Supporting individuals in gaining emotional understanding of themselves and others is a vital part 
of organisational learning in Antonacopoulou and Gabriel’s (2001) attempt to address emotions as 
a facilitator of learning. Hogan (1995, p.8) suggests that ‘… holistic learning must include ele-
ments of feelings, intuition, thinking and willingness’. 
Negative situations and emotions like threat, discomfort or anxiety tend to limit the learning abil-
ity of individuals and organisations.  Organisations tend to employ defences and mechanisms in 
order to deploy and control negative situations and emotions. However, this attempt for control 
finally results in an illusion of routine, predictability, and protective mechanisms, which at the end 
do not allow the individuals to learn.  
Gabriel and Griffiths (2002) accept that certain types of emotion tend to remain unchained and 
difficult to manage in periods of uncertainly and strain; for example anxiety cannot be easily civi-
lized. In case of anxiety, learning ability is limited, especially for individuals with obsessive psy-
chological character whenever these individuals confront a certain type of disorder. This shows us 
that negative emotions like anxiety, which is an inevitable part of organisations today, directly 
inhibit the learning ability.   
Fredrickson (2000c, pp.778-794), mentions the importance of creating new meaning in organisa-
tions and especially strengthens the importance of creating positive new meaning as an indirect 
way of cultivating positive emotions in the organisations. Positive meaning is addressed by find-
ing benefits within adversity, by infusing ordinary situations with meaning, by problem-solving, 
by the appreciation of a job well done and by compassionate acts within the organisation. In a 
comparable way, Gabriel and Griffiths (2002) suggest that leaders of organisations should mobi-
lise positive emotions of hope, courage, self-reliance and dedication, in order to manage anxiety 
effectively. 
A MORE CRITICAL PERSPECTIVE - LEARNING AS NARRATIVE 
Morgan (1997) draws on the importance of metaphors, arguing that the use of metaphors implies 
how we understand the world in general. In the organisation, employees use metaphors to under-
stand and tell how they perceive the organisational life. However, if one considers the organisa-
tion as the metaphor ‘learning organisation’, there is a difficulty to understand what learning is 
and how it is composed because learning is not easily observable but it is only inferred in various 
activities (Stewart 2001). 
Stewart argues that our understanding of the world is “anchored in stories and the way we deal 
with our experiences is done with the use of narratives” (Stewart 2001, p.146). He believes that 
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personal as well as collective narratives guide our actions and are central to human life. Human 
activity and experience is brimful of meaning, which we communicate to other people through 
stories and narratives. These narratives are the vehicle of the communication rather than logical 
arguments or logical formulations (Herven 2003). This was initially defined by Bruner (1986) as 
the dichotomy of the narrative forms of thought in relation to the paradigmatic forms of thought.  
The perspective of the learning organisation should include the ability to listen at the employees 
stories in order to unlock covert knowledge. Employees should be able to discuss, question, re-
view and challenge the decisions in the organisation. The reflection of individuals through narra-
tive telling brings us close to the conversation theory of Pask (1975). The fundamental idea of the 
theory is that learning occurs through conversations about a subject matter and these conversa-
tions allow making knowledge more explicit. Additionally, Gullen (1999) believes that individu-
als in the learning process negotiate and construct meaning. This view presents learning as a re-
flective and narrative activity and emphasises on the importance of language and its role in the 
construction of learning.  
Even in theatre, storytelling is the central theme and the ‘heart of improvisation’ (Koppett 2001, 
p.67). Improvisation is synonymous to construct. As Koppett argues, improvisers create narratives 
collaboratively and without the benefits of revision, and it is important to be especially efficient in 
skills needed in building stories. However, as he states, the most difficult part of the training to 
storytelling is to shift the unconscious processes people employ into conscious processes. That 
possibly means that feelings and emotions play an important role as they colour and influence the 
stories people say; and as a result they facilitate storytelling. 
Consequently, from a cognitive point of view, if we could manage to change people’s thinking 
and their behaviour only with narratives then we could create a clear route to people’s cognition. 
For Willig (2001) this means that we should accept talk as a route to cognition, that cognitions are 
based on perceptions, that an objective perception of reality is theoretically possible, that consen-
sual objects of thought exist and that there are cognitive structures which last (Willig 2001).  
Thus, if we are interested in understanding learning, then narratives use is limited to the fact that 
people take part in a narrative telling or conversation because they have a purpose and a stake. 
Therefore, we should be able to understand the ways and the social context in which people nego-
tiate their meanings in conversation with one another. Willig (2001) argues that people interpret 
questions in their own way and make arguments based on their interpretations. People further ana-
lyse their expressions based on the expected accomplishments in the social context in which they 
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exist. This means that in an organisation where learning is acknowledged as a means of integra-
tion and advancement for individuals and the organisation, people’s expressed attitudes towards 
learning will be consistent and positive. Consequently, narratives can act as sources of learning in 
organisations if we accept and understand that language is a social action, and its use is non- rep-
resentational.  
LEARNING IN ORGANISATIONS vs. LEARNING ORGANISATION 
Learning in organisations 
As noted earlier the aim of this study is to bring in light empirical results to prove that positive 
emotions facilitate learning in organisations. However, what is learning in organisations is a ques-
tion with more than one answer. The same holds true for the concept of the organisation as a 
learning entity versus the concept of the learning organisation. Learning in organisations has gone 
through many combinations in terms of its theoretical as well as its practical use.  
Organisational learning is concerned with improving the behaviour and capability of individuals 
so that the organisation can respond more effectively to its environment (Peter Murray and Kevin 
Donegan 2003). The organisational learning process is the ability of the organisation to increase 
its problem- solving capacity, and to change behaviour towards better performance of the individ-
ual and the team at the organisational level (Buckler and Argiris cited in Stewart 2001).  
One perspective of organisational learning is about individuals learning as agents for the organisa-
tion, while a newest perspective or social perspective of learning is learning by a collective or by 
humans as social beings (Ortenblad 2001, p.126).  
Learning Organisation 
Reynolds and Ablett (cited in Sun and Scott 2003) define learning organisations, as organisations 
where learning changes the behaviour of the organisation itself. The ideal of the learning organi-
sation is a state where individuals should be able to redesign their work, should be able to develop 
new patterns of thought, and combine family with their work lives.  
In this state, the attention is focused on a process implementation and learning is about managing 
personal change and self-assessment. In this ideal state, we have flatter management structures 
and commitment through personal involvement, while structures and organisational settings de-
velop as contexts for human development.  
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Schein (cited in Argyris 1999), argues on the importance of developing a learning culture that 
should function as a ‘perpetual learning system’. Senge’s fifth discipline approach gives emphasis 
to systems dynamics and thinking. Senge (1990) uses the power of mental models and envisages 
learning organisations where people continually expand their capacity to create results they like, 
where new thinking is acquired, where collective aspiration is set free and where people know 
how to learn together. As both Argiris and Schon, Senge believes that organisations learn through 
the agency of individual members as he argues that the organisational capacity of learning cannot 
be higher than the capacity of its constituent members (Senge 1990). 
CONCEPTUALIZING ON LEARNING 
As we have noticed in the literature, there is no consensus on what learning is. The processes and 
outcomes of learning usually infer learning definitions, but there is a lack of unambiguous mean-
ing. Theorists and researchers agree on why learning occurs, they concur on the importance of 
learning, but they cannot agree on what learning is. 
We would like to clarify to the reader that learning is synonymous to adults learning. Learning in 
organisations, is synonymous to organisational learning. This view embodies the uniqueness of 
individuals and learning as a reflective and narrative activity (Gullen cited in Stewart 2001), and 
as well as learning by a collective, or by humans as social beings (Ortenblad 2001, p.126).  
We argue that learning is related to the learner as an individual, as a member of his learning envi-
ronment – an environment that functions as a form of ‘society’ - and to the individual’s standing 
on meanings about learning. We believe that learning is not a consensual object of thought and 
that individuals construct learning differently through language.  Therefore, there is no such thing 
as a learning organisation, but only learning in organisations.  
As we have seen up to now, learning involves physical, social, cognitive and emotional processes. 
Individuals through learning, build personal resources and social resources. This means learning 
elements could be social, cognitive and emotional. Apart from the social element in which indi-
viduals interact in time and place with the environment in a straightforward way, cognitive and 
emotional elements are more complex. The cognitive dimension includes emotional aspects that 
are characterised and guided by the emotional experience preceding or occurring during the learn-
ing process. All emotional learning also includes rational and cognitive aspects from which emo-
tions are influenced.  
Therefore, we comprehend that learning as a cognitive function is not easily understood by narra-
tives and is subject to a purpose and a stake. We theorize that the facilitation of learning in organi-
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sations or the organisational learning is a matter of an individual’s expressed interest towards a 
positive reading of the meaning of learning for his own self.  
However, narratives alone cannot explain the process. Narratives should accumulate understand-
ing of the individual’s interpretation to a stake and a goal. Therefore, we have to approach learn-
ing with an interpretive discourse analysis, by examination of the importance of language use. 
Additionally, the roles people play in the organisational context and the social environment, affect 
discourse in a learning situation. We also see the same constructive inferences in the social theory 
of emotions. People emotionally involved, construct reality differently towards an activity, when-
ever they see a meaning, whenever they see good for themselves and whenever they see the activ-
ity as obligatory. 
We might argue that learning has its highest momentum in the states where people experience 
positive emotions. In these states, people construct positive readings for the learning situation, and 
these readings reflect cognition in alignment with the organisational or social context within 
which they are implemented.  
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CHAPTER 4 
CONCEPTUAL FRAMEWORK  
 
Illeris (2003) model suggests that learning is composed of two types of processes. The one com-
ponent is interaction processes which link the learner with the environment. These are social in 
nature and they carry a social dimension. The second component is about inter-mental processes. 
These are acquisition and elaboration processes which are psychological in nature having a cogni-
tive side and an emotional side.  
Fredrickson (1989) suggested that positive emotions involve people to a mental, social, psychic 
and emotional broadening procedure, which results in increased understanding, in better synthetic 
ability, in innovative and creative thinking and in increased willingness to explore. This broaden-
ing in people’s attention, cognition and action repertoires is for the benefit of the individual in a 
repetitive process through life.  
Learning has social, cognitive and emotional dimensions. Social dimensions include communica-
tion, cooperation, and understanding. Cognitive dimensions include skills, understanding and 
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meanings, functionality and knowledge. Emotional dimensions include patterns of emotions, mo-
tivation, attitudes and mental balance.  
We would argue that positive emotions work on these three dimensions of learning, because they 
build, social, cognitive and psychological – emotional resources for the individual. More specifi-
cally, positive emotions function as a strong motive; they serve to motivation as an ongoing read-
out system and they energise and direct behaviour. Positive emotions as motives affect behaviour 
by directing attention. Because they broaden the scope of attention they create the urge to explore.   
The organisational context creates desired emotional experiences and desired learning experi-
ences. As positive emotions build social resources, the individuals are much more competent in 
handling organisational requirements, and are much more compatible with the organisational 
standards pertaining to learning. Therefore, they construct emotions and sociality according to the 
organisational context. As emotions need to be brought out through the stories and conversations 
of individuals, the emotional nature of language and the power dynamics of language affect the 
creation of meaning for them. Positive emotions lead one in acting towards a certain way that has 
a personal meaning. Then one ‘opens’ and ‘broadens’, tends to follow approach behaviours in-
stead of avoidance -towards any organisational situation-, and tends to be more attentive and mo-
tivated, holding positive readings concerning learning in its narratives and language in the conver-
sations with others.  
The observational learning theory, suggests that learning is most efficient when the learner shows 
attention and remembers, and when the learner is motivated and competent to produce the ob-
served behaviour. Positive emotions, positive affect and mood all create increased cognitive flexi-
bility and serve to increase one’s motivation.   
We might argue that learning has its highest momentum in the states where people feel positive 
emotions. In these states, they construct positive readings for the learning situation. These positive 
readings reflect cognition and they are in alignment with the organisational or social context 
within which they are implemented.  
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METHODOLOGICAL STANCE 
I am taking an ontological position in which my assumptions about the world reflect an interpre-
tivist stance. I believe in the non-representative use of language and I am going to approach this 
study with interpretive ethnography and interpretive discourse analysis methods. 
The perspectives which philosophy brings to the interpretive study of narratives and language are 
movements of thought of twentieth century, like social constructionism, constructivism and post-
modernism - including post-structuralism (de-constructionism) and structuralism. 
Constructivism states that our understanding of reality is not one for one representation of what is 
‘out there’ but the result of both individual and social processes, mediated by language, which 
transforms our experience. Individuals actively interpret their experiences through various proc-
esses. Therefore, experience is constructed. We further accept that people are interrelated with a 
social matrix, especially with language through which - and with the influence of social life, - they 
interpret their experiences. This is a social constructionism position. 
Under the interpretive stance, we notice that whatever people say, in the research context is not 
exactly what they feel and believe. An exploration of the participants experience from their own 
perspective is always necessary and such exploration implicates the researcher’s own view of the 
world and the nature of interaction between the researcher and the participants. The analysis that 
will be produced will be an interpretation of the participants’ experience (Willig 2001) in a par-
ticular context and time (Watson 2003). 
I consent to a non-representational use of language. I believe that language is action itself, as it 
incorporates a goal and a stake for every individual. In this view I am font of the fact that reality is 
constructed by the language we use.  
Knowledge is a social construct since it relies on the socially constructed tool of language. The 
post-modern approach rejects one grand narrative or meta-narratives in favour of micro or local 
narratives.  Lyotard (cited in Benton and Craib 2001) portrays a world with language games and 
narratives that have a shifting focus; there is no one grand narrative in which all narratives and 
games can be translated. For Lyotard (2001) knowledge in the form of information commodity is 
related to the production of power, and it is the major stake in the worldwide competition for 
power.  Knowledge in the way that is produced in order to be exchanged or consumed in the new 
production, ‘ceases to be an end to itself and loses its use value’ (Lyotard 2001, pp.4-5). Kellner 
(cited in Locher 1999) argues that Lyotard defines the post-modern as the process of developing a 
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new epistemology that responds to new conditions of knowledge. This embodies the ‘incredulity’ 
to meta-narratives. He further believes that we should reject ‘totalism’ for relativism, and there-
fore we should uphold a critical approach to philosophy.  
Lyotard’s major working hypothesis is that ‘the status of knowledge is altered as societies enter 
what is known as the post-industrial age and cultures enter what is known as the post-modern age’ 
(Lyotard 2001, p. 3). Lyotard argues that we are facing the end of totalising philosophies and the 
elimination of authorities. He further believes that text simply exists, and no one holds one single 
truth.  ‘A post-modern artist or writer is in the position of a philosopher: the text he writes, the 
work he produces are not in principle governed by pre-established rules, and they cannot judged 
according to a determining judgement’…(Lyotard 2001, p.81). Scientific knowledge is for Lyo-
tard a kind of discourse. ‘As long as we can produce truth, it is acceptable to think that reality is 
the way we say it is’ (Lyotard 2001, p.24).  
Foucault has introduced discourse analysis, as another way of thinking about identity and subjec-
tivity (Benton and Craib, 2001). ‘Foucault has developed a structuralist history of ideas in which 
he sees structures of ideas ‘epistemes’ replacing each other when all the available positions within 
the previous structure have been used up’ (Benton and Craib 2001, p.164). Foucault argues that 
reason creates unreason as the sciences create non- sciences, the way in which the rational implies 
the irrational. He has further suggested that we can study and understand rhetoric in a relation 
with power and knowledge. For Foucault, the social order in the world relies much more in our 
internal forces and much less in the external forces. People make themselves behave in a certain 
way. Science for him is “…linked with that which must have been said- or must be said- if a dis-
course is to exist that complies, if necessary with the experimental or formal criteria of scientific-
ity” (Foucault 2002, p.201). 
Foucault’s discourse analysis focuses upon the availability of discursive resources in a culture and 
its implications for those who live within it. Discourses can be defined as sets of statements that 
construct objects as well as subject positions (Parker cited in Willig 2001, p.107). 
Deconstruction involves a continuous questioning and a breaking in pieces of explicit and implicit 
notions of presence. Additionally it concentrates on the play of metaphors and the play of lan-
guage (Benton and Craib 2001, p.167). For Derrida (2003) language is metaphorical and meta-
phors reproduce and extend themselves. In that way there is no way to understand how the world 
really works.  
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However, power dynamics exist within language. Fairclough (2001) argues that sociolinguistic 
conventions incorporate differences in power and are the products of certain power relationships.  
He justifies that the exercise of power is achieved through ideological mechanisms of language. 
However for Fairclough, power is not only language. Power through the manufacture of consent is 
about language and specifically it is about the ideology of language. Therefore, ideology is the 
mean for manufacturing consent.  
Fairclough (2001) defends that the social order of discourse is made up of power and maintains 
itself as a hidden output of power.  “Power in discourse is to do with powerful participants con-
trolling and ‘constraining’ the contributions of non-powerful participants” (Fairclough 2001, 
pp.38-39). ‘Constraining’ means: what is said and done, which are the social relations of people in 
the discourse, and which are the positions people take regarding the subject of the discourse. Lyo-
tard (2001) defends that power is a matter of knowledge in the modern information societies. He 
defends that power legitimates knowledge. “Knowledge is no longer the subject, but in the service 
of the subject: its only legitimacy… this allows morality to become reality” (Lyotard 2001, p.36). 
Legitimating is achieved in science by the construction of a context, and the context control works 
for those that provide performance improvement. Since reality provides the evidence for such 
control and since reality is the tool used in scientific argumentation, then this fact denotes that we 
can master science if we can master reality. This is how ‘legitimating’ takes place. “Power is not 
only good ‘performativity’, but also effective verification and good verdicts” (see Lyotard 2001, 
p.47). 
Bourdieu (2002) argues that economic capital and educational capital are now the sources and 
mechanisms of power, and they now determine the relationships in the field of power. Power is 
translated unequally in terms, is unequally recognised as a legitimate principle of authority and is 
distributed differently in parts and through time. Bourdieu sees that the instruments to classify 
which part comes first in legitimisation are a matter of stake in this battle for power (Bourdieu 
2002). 
Eco (1986) understands the power as Foucault developing it in his writings as ‘not only depres-
sion and prohibition, but also incitement to discourse and production of knowledge’ (Eco 1986, 
p.242). Eco consents with Foucault in that those that dominate, only exercise power and they do 
not possess power. He believes that power is the overall effect of the actions of people who domi-
nate, and it is not exercised as an obligation or a prohibition on those that do not have it. 
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In closing I would like to reflect to this chapter with a reference to Mills and Hall (cited in Denzin 
1997, p.xvi), who argue that:  
“Humans live in a second-hand world of meanings. They do not have direct access to real-
ity. Reality as it is known is mediated by symbolic representation, by narrative texts, and 
by cinematic and tele-visual structures that stand between the person and the so called real 
world”. 
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INTRODUCTION 
The nature of this part of research is mainly exploratory therefore our main objective is to try to 
hand to our readers insights of the hidden factors that inhibit emotions and learning in organisa-
tions. The main issue to explore is in simple words to find out what happens to peoples’ emotions 
and learning capacity in the organisational context.  
The conceptual framework analysed in previous work (Document II) suggests that learning has 
highest momentum whenever people feel positive emotions. Specifically whenever people feel 
positive emotions they are able to construct positive readings for the learning situation which they 
are experiencing. The important thing is that these positive readings seem to reflect cognition and 
are in alignment with the organisational or social context within which the learning situation takes 
place. 
In the long term positive emotions built intellectual social psychological and physical resources 
and in the short term they serve as an ongoing readout system that helps motivation and facilitates 
cognition. 
Therefore based on the conceptual framework as both positive emotions and learning build on 
cognitive dimension, as they built in one’s psychology and emotional dimension and as they built 
in social dimension, it is suggested that positive emotions and learning in organisations are inter-
connected. In any case in order for the concept to be applied in empirical research, we should con-
sider very carefully the fact that emotions are socially constructed or at least influenced in the or-
ganisational environment and their existence is also influenced by the existence and the context of 
the meaning for one’s self. 
We could say that all of the research questions are simply related to what happens to the learning 
capacity of people when they experience positive emotions. However as the mission of the project 
at this part requires a general but deeper exploration of the concepts of learning and positive emo-
tions in organisation, the questions we intent to explore cannot be limited for simplicity, and cer-
tainly cannot give straightforward answers. It would be pleasing if through the following stages of 
this study we could manage to present to the readers the range and the complexity of the views 
which people take about positive emotions and learning in the organisation. Therefore, in order to 
aid understanding we would explore the following set of questions: 
→ Which are the behaviours and the actions that are related to the creation of positive emotions?  
→ Which are the different interpretations of events that guide people to feel positive? 
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→ What types of working experiences make people experience positive emotions? 
→ Whenever people have a positive emotion experience, what is their action tendency towards a 
learning activity?  
→ Are positive emotions expressed on purpose?  and if they do; can they be controlled and 
guided by people in the organisational environment? Conversely what is one’s capacity in 
handling organisational requirements when she is experiencing positive emotions?  
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WHY USING AN INTERPRETIVE APPROACH? 
The theories of reality and the theories of knowledge of the reality 
The problem of what is reality and how do we know what we know are two major methodological 
issues. Much of the ethnographic and qualitative writing is structured by a logic that separates the 
text from the writer and the subject matter (Denzin 1997, p.4). However this presumes that there 
is a ‘real’ world which can be understood by a writer who knows a subject through the analysis of 
the field material he/she has collected on this subject. Therefore the writer is representing the 
world he/she analyses. The subject under investigation is partially presented in the produced text 
of the writer. Considering that there is only the text that remains, Derrida (2003) says that lan-
guage is metaphorical and metaphors reproduce and extend themselves. As Denzin (1997) sug-
gests in favour of post structuralism, in that way language and speech do not mirror experience: 
they create the experiences, and in that process of creation they constantly transform whatever is 
described. This deconstruction involves a continuous questioning of the explicit and implicit no-
tions of presence.  
If we accept that the writer textually represents the subject’s experiences, it is additionally impor-
tant to sensitize on the issue of the text’s validity. On the representation of reality and on the text 
validity the traditional positivist and post-positivist traditions are heavily challenged by the post-
structuralist traditions. In a simple way, positivism and critical rationalism believe that the meth-
ods of the natural sciences can be also applied in social sciences, while the rest of the traditions 
believe that they cannot. In the following pages we are exploring further the issues of representa-
tion of reality, the knowledge of the reality and the validity of the text. 
For positivism in its epistemology a text’s authority is about knowledge which is derived from 
sensory experience and generalizations of particular observations. Science is an attempt to gain 
explanatory knowledge of the external world by reference to generalisations, repetitive patterns 
and regular relationships. For post positivists, a text’s authority or validity is also about knowl-
edge and is established through recourse to a set of rules that refer to a reality outside the text 
(Denzin 1997).  
Positivists seek the internal and external validity; they seek the reliability and the objectivity 
without dissociating these criteria to the quantitative or to the qualitative research. Post positivists 
accept the dissimilarity of qualitative research and address different criteria. Both traditions 
though, are concerned to answer questions of how many or how much and they are in favour of a 
single social reality that can be tracked by observation and the senses, and by seeking associations 
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and repetitive patterns in a normative epistemology which represents a basis for generalization. 
They are in favour of the fact that language reports the world and reality exists independently 
from the way we are approaching it.  
This method of writing validation in the empirical world that positivism embraces and which the 
critical realism also attempts, is an effort to develop a base of rules that exist outside of the work, 
with a mission to provide epistemological validity to the text. Although, as we are explaining be-
low, the later (critical realism) conceives science as an empirically based rational and objective 
inquiry, it is not contented with finding regularities and repetitive patterns as positivism does, but 
in search of the true explanatory and predictive knowledge it is trying to find the hidden structures 
and mechanisms that underlie the phenomena under investigation. 
Examining critical rationalism we see that it rejects the sensory experience as a basis for theory 
creation. It is ontologically close to positivism but it rejects positivist epistemology. For critical 
rationalism all observations are depended on theory which should be tested with observations, 
while all knowledge is under continuing evaluation. The process of observing requires conscious 
and unconscious interpretation.  
Under critical realism ontology, the objects of interest exist and act independently of the re-
searcher observer and its activity. ‘Reality’ is distinguished between the empirical, the actual and 
the ‘real’. The empirical consists of experiences and events through observations, the actual con-
sists of events that exist or are taking place independently from our conception and observation, 
and the ‘real’ consists of processes, structures and causal mechanisms that generate events in the 
world. ‘Reality’ is socially constructed by humans or it is socially constructed by material unob-
servable structures of relations like capitalism. Critical realism mixes in effect social construction-
ist and Marxian thinking (Watson 1994). 
The ontology of feminism contents that both natural and social worlds are socially constructed 
and they are also constructed differently by people who have lived different experiences.  The 
epistemology of feminism believes that the experiences of women constitute a stronger base for 
knowledge claiming that women have a better ability to understand the social world due to their 
caring labour and their maternity experiences. The solitary stance that feminism embraces, can 
firstly be criticized on the same grounds as positivism and secondly can be criticised on the fact 
that there is no a clear feminist epistemological standpoint. 
Constructivism comes in contrast to the positivist traditions, and states that our understanding of 
‘reality’ is not a single representation of the out there but it is both the result of individual and so-
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cial processes, mediated by language, which transforms our experience. Experience and ‘reality’ 
are constructed. Knowledge is a social construct since it relies on the socially constructed tool of 
language. A significant theorist of post-modernism Lyotard (2001) sees knowledge in the form of 
information as the major stake for power, which -in the way it is produced in order to be ex-
changed or consumed in production, -stops to be an end to itself and loses its use value. The status 
of knowledge is altered in the post modern age. For Lyotard no one holds the truth, there are no 
authorities and the texts simply exist. He believes that as long as we can produce truth it is accept-
able to think that the ‘reality’ is the way we say it is (Lyotard cited in Papantonopoulos 2004). 
Another significant post modern theorist Baudrillard believes that we live in a world full of cop-
ies, which is neither ‘real’ nor stable. For Baudrillard there is no ‘reality’ but there is a kind of 
‘hyper reality’ where only the surface of the things is left. ‘Real is that of which it is possible to 
give an equivalent reproduction’ (Baudrillard cited in Denzin 1997, p.13). For post modernists the 
validity or authority of an observation is determined by the nature of the critical understandings it 
produces (Denzin 1997). 
Post structuralist thinker Foucault argues that the social order in the world relies much more in our 
internal forces and much less in the external forces. People make themselves behave in a certain 
way (Papantonopoulos 2004). This poststructuralist position suggests clearly that structures do not 
exist outside people but exist as creations of human beings themselves (Watson 1994). The posi-
tion of critical post structuralism requires a new set of criteria to be constructed. Criteria coming 
from the qualitative project, derived from emphasis in subjectivity, in emotionality and in human 
feelings (Denzin 1997). This is partly influenced by Foucault’s contention in introducing dis-
course analysis as another way of thinking about identity and subjectivity (Papantonopoulos 
2004), where discourses construct the objects as well as the subject positions. Post structuralist 
thinkers conceive the social space as discursive in nature and regard the process of meaning crea-
tion as a never ending process.   
Under interpretivism / idealism social reality is a product of meaning negotiation by people in-
volved in behaviours, actions and situations. Observation and sensory experiences are not enough 
to see what ‘reality’ looks like. In its epistemology, knowledge is derived by concepts and mean-
ings which in the first place are socially constructed and are reconstructed by the researcher in the 
second place.    
We are in favour of a post structuralist interpretative approach to research, not because positivism 
is worthless, or because the knowledge it produces is wrong. We only mean that one should be 
more sceptical in explaining the knowledge that positivism is producing. Interpretative research is 
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complex in a way that requests from us to work on meanings and interpretations and to adopt a 
processual perspective towards the subject of research. In favour of the fact that language is not 
representing but constructs ‘reality’ then an interpretive approach to research is a one-way direc-
tion. Positivism is not answering how social ‘reality’ is socially constructed or how people inter-
pret their actions. We see interpretative research accurately searching for social ‘reality’ which is 
derived from subjective experiences through interaction and language. The researcher is an ob-
server and a participant who is interacting with the subjects in an ethnographic style process 
grasping socially constructed meanings which afterwards reconstructs.  
After all, knowledge whether it is produced by a positivist methodology or an interpretive one re-
mains always a questionable issue.  
HOW MUCH CREDIBLE AND OBJECTIVE A SECOND HAND REPRE-
SENTATION OF REALITY CAN BE? 
The main objective of the researcher is to manage to capture in its writing and texts the ‘real’ 
world with which he came in interaction and contact. Every ethnographic text has the sanctuary 
mission to represent the ‘reality’ assuming that there is a ‘real’ world, which it has managed to 
capture objectively and infallibly. The researcher represents and attempts to transfer and capture 
in a critical way the representations of the objects and the original situations and discussions made 
in the field setting. This entire attempt is a difficult undertaking. It presupposes that the researcher 
is highly skilled and competent and as Denzin says he/she goes beyond looking to what simply 
has been seen. This attempt seems even elusive if we consider that today we do not know the sub-
ject under investigation as Denzin contends and additionally we do not know how to write about 
the subject’s experiences as Foucault contends.  
Interpretive analysis works with texts. Since the interpretive research is concerned with the actual 
experience itself we should assume or suppose that the language provides us with the necessary 
tools to capture that experience (Willig 2001). Since we believe that language constructs ‘reality’ 
the relative representational validity of language is questioned in order to maintain the best possi-
ble representation of the lived experience. First, language is incapable to give simple expression to 
an experience. It adds meanings in the words and makes direct access to one’s experience, impos-
sible (Willig 2001, p.63). Second, language is not the only actor in a discourse. A discourse is al-
ways more than what is said or seen (Denzin 1997, p.37). Third, language is a dialogic phenome-
non. The basic unit of language is the utterance which for Bakhtin stands in a dialogic relationship 
to previous utterances directly revealed or presupposed in the conversation.  The context of the 
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utterance includes for Denzin the visible, the auditory, and the sensory. In the same way the si-
lences and the unsaid in a discourse play an important role in understanding. Finally discursive 
practice is essentially heteroglossic; language is filled with contestation of voices and dialects 
(Bakhtin 1986).  
Returning to the text it is clear that it creates the worlds we study. Text is not capable of a dupli-
cate production of the lived experience. That is why Frow & Morris cited in Denzin argue that we 
do not study lived experience rather we examine lived textuality (Denzin 1997, p.33). In our at-
tempt to transfer the experience as alive as possible, we count on voice and visual perception. But 
both seeing and speech are not clear. Neither is listening. What do we do? 
It is suggested that the researcher who wishes to have a true understanding should seek for a deep 
involvement in the subject’s experiences. The text that produces involves all the utterances of the 
discourse, the visible, the auditory and the sensory elements. It involves the researcher own inter-
pretations and it describes even the situation’s emotions.  
Whilst we fall in with Denzin in approaching the way the voice of the subjects could be used in 
qualitative research, we do not agree with the feminist epistemology that he embraces in order to 
rationalise his move from the reflective text to the acoustic text. He argues that this new ethnogra-
phy requires a different way of looking, hearing and feeling, a way that goes beyond the male ca-
pacity of seeing. The ‘fact’ that through reason, observation and politics women being more au-
thentic than men can tell one true story about the world, is not true, because many women have 
presented different stories having different knowledge. Furthermore, feminism ignores men’s -as 
social actors- subjective point of view and instead it imposes its own point of view as the objec-
tive subjective perspective of ‘reality’. This resembles to me the solid positivist stance of viewing 
social reality, which is rejected by interpretivism. 
Capitalising on the previous writings, we appreciate that our interview extracts should be full of 
representation, should ‘speak’ lively to the audience, should capture the ‘audio’, the visual and the 
unspoken elements of the discourse.  
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DISCOURSE ANALYSIS 
The previous arguments direct us in selecting discourse analysis as the key methodology in this 
work. Discourse analysis covers developments in philosophy starting from structuralism and Fou-
cault. It is basically an interpretative reading and there are no specific rules to follow. In generic 
terms it covers research concerned with language in its social as well as cognitive context. Dis-
course analysis has taken the forms of many approaches like content analysis, narrative analysis, 
argumentation, semiotics (Barthes 1964) and rhetoric. It should be -as proposed- interpretative in 
nature; however it could be either quantitative like content analysis or qualitative, moving closer 
to the more reflexive demands of Foucauldian discourse analysis and post structuralism tradition. 
What remains stable is the concept of the culture depended meaning which remains the same in all 
of the approaches. Comparing all of the processes of discourse analysis, the questions of truth, 
validity and representation are of main importance.  
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DOING THE RESEARCH 
Our interviews were semi-structured in order to aid the dialogue to proceed naturally as the object 
of investigation is rather not easy. The questions were of exploratory nature and they had the ob-
jective to capture a deep understanding of the participant’s positions on positive emotions. 
The interviews were taped and transcribed without any external help. We have used the qualita-
tive analysis software QSR Nudist N6 Student version for the code-based transcription and quali-
tative analysis. It was helpful that we had to make the coding from two perspectives. The first one 
was to try to identify the main themes and the sub-themes that answer the research questions. In 
that perspective we have got great help in referring back to the conceptual framework which gave 
us the guidance for the initial coding (Miles and Huberman 1994). The second perspective we 
have followed working with the transcriptions, was the coding of the discursive constructions and 
the discourses, in order to develop an analysis based on a Foucauldian discourse perspective. 
Within the analysis section and in the appendices of the interview extracts one could see various 
transcription conversions which were used in order to give liveliness in the texts. They are derived 
from Frederick cited in Symon and Cassell (1998). These conversions are the following: 
Transcription conversions  
[  indicate overlapping/ interrupted speech 
{   indicates simultaneous speech 
=   continuous speech where actor’s utterance latches onto = previous actor’s  
speech 
italics   indicate emphasis 
[word(s)]  indicate transcriptionist doubt and will say [inaudible] or state that the  
speech referred to:  
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WHICH PROCESS? 
Denzin reproves the standard narrative model of discourse analysis, which he believes although it 
is working with an interpretive structure that attempts to link audience, text, structure, empirical 
inquiry and lived experience, it presumes a fixed text with fixed meanings (Denzin 1997, p.244). 
In the sense that Denzin is referring to forms of discourse analysis like content analysis and con-
versation analysis in that sense we agree with him. We will be following his remarks concerning 
the richness of the examination of text as a meaningful whole which directs us to a new form of a 
more live ethnography. Besides we will be also following Frederick’s proposals of collecting as 
much as ethnographic elements as possible as this is a way that is going to provide us more about 
the context of the analysis. We will be annotating all the utterances of discourses, the visible the 
auditory and the sensory and we will be annotating emotions in terms of emphasis as Fredericks 
suggests. In parallel and after exploring the main themes and the sub-themes in the contacts that 
answer the research questions, we are going to proceed with a more detailed discourse analysis 
using the six stages process to Foucauldian discourse analysis proposed by Willig (2001). The 
Foucauldian version of discourse analysis is concerned with language and how it is used. How-
ever it goes further than the simple representation of language in a discourse and asks questions 
about the relationship between discourse, about how people think or feel (subjectivity), about 
what they may do? (practice) and about the material conditions within which the experiences take 
place (Willig 2001, p.107).  
Willig’s method develops in six stages and it is below cited as it was originally proposed: 
Stage 1 = Discursive constructions 
As we are interested in how people talk about positive emotions and how these are related to 
working experiences, our discursive object would be positive emotions. This first step of the 
analysis identifies the different ways in which positive emotions (the discursive object) is con-
structed in the text (the discursive constructions).  That means that we highlight all instances of 
reference to positive emotions (the discursive object). Both explicit and implicit references are 
included.  
Stage 2 = Discourses 
Having identified all sections that contribute to the construction of positive emotions (the discur-
sive object) we focus on the differences between constructions. What appears to be one discursive 
object seems that is constructed in various ways.  
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Stage 3 = Action orientation 
Here we are making a closer examination of the discursive contexts within which the different 
constructions of the object are being deployed.  
→ What is gained from constructing the object (positive emotions) in this particular way at this 
particular point in the text?  
→ What is its function and how it relates to other constructions produced in the surrounding text? 
(Action orientation of talk and text) 
Stage 4 = Positionings  
Having identified the various constructions of positive emotions (the discursive object) within the 
text and having located them within wider discourses, we take a closer look at the subject posi-
tions which they offer. That means that discourses construct subjects as well as objects and as a 
result make available positions within networks of meanings that speakers can take up. It is the 
position that the subject takes in relation to the rights and duties that hold in a certain discourse. 
Stage 5 = Practice (what people may do) 
Which is the relationship between discourse and practice? It is the identification – exploration of 
the ways in which discursive constructions and the subjects positions in them, induce or not op-
portunities for action. Discourses limit what can be said and done. Also non-verbal practices, do 
form part of discourses. In other words we are interested in exploring the possibilities for action in 
the discursive constructions we will identify. 
Stage 6 = Subjectivity (how people think or feel) 
This stage explores the relationship between discourse and subjectivity. Discourses make avail-
able certain ways of seeing the world and certain ways of being in the world. We are concerned 
with what can be felt, thought and experienced from within various subject positions.  
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THE CONTACTS (PARTICIPANTS) AND THE SETTING 
We have interviewed five contacts, and we have chosen for the transcription coding and analysis 
only four, which are considered more representative, because one participant has provided mostly 
monolectical answers.  So the contacts: Participant A (female), Participant B(male), Participant C 
(male) and Participant D (male), are working in the same organisation. They are all middle man-
agers who have a similar hierarchy status, but they have varying levels of experience.  
Participant A is the supervisor of the customer service department, Participant B is a Marketing 
senior manager for candies and chewing gums business, Participant C is a Sales project manager 
for fresh products business, and Participant D is a marketing senior manager for chocolate busi-
ness. All of these managers have subordinates that create small teams. All four have a higher edu-
cational background and are at their middle thirties. With the exception of participants D and B, 
participants C and A, are married and they also have children.  
They are working is similar offices which are rather empty and minimalist. The offices have two 
guest chairs, a dashboard and a couple of short bookcases. The walls are free of paintings or pho-
tographs and the same is the furniture; with the exception of participant A’s that she has many 
pictures and photographs on the dashboard, in the desk and in the bookshelves. Those depict, fam-
ily moments and fun moments with friends and colleagues.  
All of the participants are very familiar to me and the opposite. We cooperate and we know each 
other, for the last four years. Therefore it would have been strange if I will not provide a sketchy 
plan of each one of them as I personally believe they are and as I saw them reacting in the inter-
views we had.  
Participant A is a happy person, who has an extrovert personality. She is rather fat and makes 
jokes about it, she is clever and she likes discussing and chatting with friends. She likes going out 
and socialising with colleagues from work. She loves her daughter. We had the interview at her 
office. While discussing the strangest thing I noticed was that she was sitting very close to her 
computer screen. 
Participant B is a joyful guy. He is working a lot; he is consistent and reliable in his work. How-
ever he is impulsive and anxious.  He seemed that he didn’t want to say a lot in the interview and 
although he seemed pleased to participate he was very short and brief in his answers. I didn’t in-
voke discussion further on purpose because I felt he would have given repeated answers because 
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of his personality and style and maybe he would have felt threatened (by an insistence on ques-
tioning).  Therefore I remained stacked in the pre-structured basic questions I had prepared.  
Participant C is very consistent and reliable in his job. He has good sense of humour and very 
good job communication.  We had the interview at his office. There it seemed that there was 
something about to change in a couple of days. The entire office was rather a mess. Many open 
dossiers, papers and memos around. He was very willing in doing the interview and the discus-
sion. 
Participant D is probably the most sympathetic person in the company. He has a very polite and 
mild character. He is working a lot; he is consistent and reliable in his work.  He was also very 
willing in doing the interview and the discussion. 
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THE FIRST ANALYSIS 
EMERGING THEMES 
Positive emotions have been constructed in the interview extracts as associated with reward, (Par-
ticipant C: line19, Participant D line 13, Participant B line 3 and 9) positive evaluation, good co-
operation, recognition, approval, achievement, responsibility and authority and learning. (Partici-
pant A lines 6-8, lines12-14, Participant C lines 20-23, line 27-28, Participant D lines 3-4, and 
Participant B line 12-13). It came out that positive emotions are partly associated with a tendency 
of productivity and socialisation (sharing of experience) as well as it came out that positive emo-
tions do not have a specific action tendency as the theory suggests.  
Negative emotions are associated with narrowing, with the avoidance of an activity, and with dif-
ficulty in socialising and communicating with others.  
When a learning experience is present it seems that the participants feeling positive emotions are 
able to better understand and cope with that activity. Participants with negative feelings found a 
learning activity more difficult to understand.  It also came out that adult learning is related with 
the adult’s alignment and belief in the learning activity.   
When we are trying to match the findings with the conceptual framework and make a sketchy 
comparison we are noticing that the participants’ responses fit in the respective arguments of the 
conceptual framework and support it in all the traces. For example, positive emotions are related 
in the extracts with problem solving, learning of new information and creativity. This constitutes 
the theme that positive emotions built on intellectual resources.  See also, that positive emotions 
are related with social acceptance and solidification of bonds, which built on social resources. In 
the extracts positive emotions are related to optimism, sense of identity, goal orientation and secu-
rity. This is a direct link to their capacity of building psychological resources. Positive emotions 
are related to the build up of knowledge, cognition and attention, and therefore they are able of a 
broadening process. We found out in the extracts that positive emotions could be imposed by the 
organisation as practices, and they can also be imposed by the person in order to demonstrate 
alignment with the organisation. We have also noticed that positive moods and affects serve to 
motivation and cognition. 
For a linking these findings with the respective lines in the interview extracts one could refer to 
the Appendix ‘Coding and Interviews’ where all findings under the nodes heading ‘positive emo-
tions’, are presented.  
19 
 
THE SECOND ANALYSIS 
(Although it was something that has been developed simultaneously with the first) 
We should consider that the physical space as well as the ‘perspective’ space (perspective in terms 
of authority) is specific and predefined in the organisational environment. The specificity of 
space, the layers of hierarchy and the information repository system are things that heavily affect 
discourses in the organisational environment. It is important to state that all of Foucault’s discus-
sion is about procedures for controlling discourse, whose role is to avert the powers and dangers 
of discourse.   
Participant A  
Discursive constructions 
In the extract of Participant’s A interview, positive emotions constructive object is referred to as 
something that provides security (line 41) and as something that can be lost (lines 5 -6). It is re-
ferred to as something that involves both company and employee in a relationship (lines 4-14), as 
something that provides socialisation (line 42) and something associated with job recognition that 
provides self fulfilment (line 43) and provides optimism (lines 32 -35). It is also associated with 
personality (line 32). 
Discourses 
In this interview extract, the constructive object (positive emotions) is constructed in at least six 
ways. First it is constructed as a conflict between personal beliefs and values and organisational 
beliefs and values. (‘For example I was feeling ….but after I have noticed that it was nothing for 
the company so I felt dissatisfied , lines 10- 14). I said it is nothing that’s a pity! ’. It seems that 
the authority of the organisation produces the right thing to do and therefore the reality, afterwards 
the person (the subject here Participant A) understands that this was not something that is aligned 
with her, finds out the she has a different reality and therefore says ‘ it is nothing that’s a pity’. 
The second discourse that constructs positive emotions as something requiring a mutual beneficial 
arrangement, a social arrangement between the person and the organisation in a form of an ex-
change, echoes with economic discourse.( ‘ I thought I was something very important for my 
company and work’ Line 43) and (lines 58 -62) and (lines 65 -67). The third discourse is that of 
power and authority that is obvious in (‘Usually it comes from the company so I have to follow 
what is the most important’ lines 50-51). The fourth construction is more related to the previous 
discourse and less related to the discursive object in the text and is that of control of reality dis-
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course (‘I feel stress but I like to feel that I have energy, that I can handle things… The opposite 
(to have nothing to do is what makes me nervous’ lines 53 -55). Here we see the false conceptu-
alization of control of reality in the organisational environment which as we have commented 
above is impossible to exist independently from the authority that the organisation exercises to its 
members. The fifth construction is that of the political discourse (‘whenever it is required to be 
involved to something …..I may sometimes say that I am opposed to that’ lines 82-85’). Here the 
subject is negotiating an opposition between true and false, which is actually a historically consti-
tuted division, which is based on the subjects originating experience. The subject constructs the 
discursive object based on her subjectivity versus objectivity (which is the originating experience 
for Foucault), and historically is negotiating the position that takes.  
The sixth construction of the object as something resulting from knowledge and know how draws 
on an intellectual discourse. (When me and my team …..but again it worked and I was feeling 
very positive’ lines: 21 -28). Here the subject is taking the position of one that knows how to han-
dle difficult things, can participate in exchange and communication, and can speak for that  be-
cause she has the qualifications required, and is a fellow of a community that shares a specific 
language (which others find inaccessible). Foucault draws such procedures for controlling dis-
course in the group of rules limiting participation in exchange and communication, where rituals, 
fellowships doctrine and social appropriation of discourse are the main restrictive categories.  
Action Orientation 
The respondent’s use of the discursive constructions in the way the questions were posed indicates 
a general attitude to link working achievements which although highly valued by her for the or-
ganisation are simple things that we supposed to be that simple from the beginning. In that way 
she is using the discursive construction of positive emotions as something that can be lost. The 
way she is using the discursive construction of the discursive object as a social arrangement (line 
42), as something that involves company and employee, as something that is associated with job 
recognition, is a way that she is emphasizing her sense of commitment, responsibility and effec-
tiveness, while at the same time her sense of being the casualty of the situation. Although she is 
using the supportive elements of her team, the discussions with her team about the experiences 
that generated the discursive object sometime in history (lines: 42-43 and 32- 36), create a new 
social arrangement which may directs her to emphasize the importance of power and authority 
and conflict of values discourses and make her feel more anxious to prove things and perform bet-
ter.     
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Positionings 
A construction of positive emotions as social arrangement and economic discourse positions the 
subject and organisation as highly depended to each other. The same does the conflict of values 
and the one of power and authority.  As a result the constructive object as related to socialisation, 
security, fulfilment, job performance and work satisfaction is highly depended on the continuity 
of the relationship of the subject and the organisation. The participant’s position is therefore one 
guided by the need to behave as a responsible person who relates with the organisation in respon-
sible way of exchanges and interdependency.  
Practice    
Constructions of positive emotions as social arrangements and the participant’s positions within 
them demonstrate that the participant is rather dissatisfied and is missing recognition and accep-
tance from organisation. The participant eventually seeks to find acceptance by peers. At the same 
time she is very confident in acting responsibly, as required, bringing the results and being part of 
a mutual arrangement with the company. It is important that she does not speak directly for the 
organisation’s behaviour but gives the criteria that herself values in such a relationship, indirectly.   
Subjectivity 
We understand that the participant A gives great importance to be in alignment with the job that is 
required to do. We are also noticing that she is negotiating meaning for everything related to her 
job. Therefore she negotiates ‘reality’. Although she believes that she has to follow the organisa-
tional ‘reality’ she is trying to show that she can handle one ‘reality’ of her own and she is trying 
to demonstrate power and control. Besides, there is also an indication that the participant is ex-
periencing regret. This is shown as positive emotions are the product of social arrangements in an 
economic discourse. This does not make the participant avoiding future similar situations. On the 
contrary this enhances the participant’s subjective experience and her willingness to search for the 
ideal relationship with the organisation.  
Participant B 
Discursive constructions 
In the extract of Participant’s B interview positive emotions constructive object is referred to as 
something associated with evaluation (‘Good evaluation and judgments from your supervisor’ line 
9) and  liberation (lines 12-13). The negative reference supports is that whenever he feels negative 
he is blocked (line 23) supports more the need for liberation. Positive emotions are also associated 
with productivity (lines 12 and 26), and optimism (lines 32 -33).  
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Discourses 
The first construction of the discursive object is that of exchange (I had an inclination to work 
more … I feel more productive…I liberate myself). This exchange is firstly based on a psycho-
logical discourse. This also includes a beneficial expectation for positive evaluation of the subject 
by the organisation therefore it draws on an exchange and on an economic discourse. The second 
discourse is a social discourse (I consider my colleagues a team … with them lines 16-17). One 
could see the reference to his team as colleagues who form a team. It is far different than the ear-
lier Participant’s A discourse, who considers her team as simply her team. In that sense Partici-
pant’s B construction of the discursive object in this social discourse is different in quality and 
positioning as we will later discuss.  The last discourse is a romantic discourse. Here the construc-
tion of positive emotions is confronted as something having greatness, having extra value and 
high significance. The participant after a pause, says [yes yes this is one of the best things on 
earth] emphasises in time and space in a way to emphasise more on this discourse. (‘Yes …..And 
it should be from the best moments’ line 7).  
Action orientation 
The participant addresses issues of personal liberation as the ultimate goal. He addresses those 
issues in social and psychological discourses, in the sense that he positions himself directed by 
these discourses. The use of the constructive object in those discourses could be seen as a way of 
emphasising his awareness of the emotional significance in feeling, exchanging and living happily 
within the organisational environment. At the same time the use of the romantic discourse ad-
dresses things like nothing can exist outside of this discourse, therefore if we cannot have the dis-
cursive object in action there is no other meaning and no one could blame you about work (lines 
13 and 23).  
Positionings 
A construction of positive emotions as psychological discourse positions the participant and his 
performance as highly depended on each other. The same works for the romantic discourse. In-
volvement in positive emotions makes him trying more in his job, makes him more productive 
and deliberated (line 12-13 and line 26). On the other hand he takes the position of one who can 
leave things as they are without caring about consequences at any time he feels like that (line 23).  
Practice 
It seems that the participant does not consider any consequences for his actions. The construction 
of the object as psychological arrangement excuses this practice. It also seems that the construc-
tion as social arrangement in the sense that the subject feels that construction, (first colleagues and 
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then my team) is also excusing this. The participant draws on the importance of being positively 
evaluated by his supervisor (lines 9 and 20) therefore accepts a beneficial arrangement between 
organisation and employee, but at the same time it seems that he is not willing to take the respon-
sibilities coming out from this arrangement, therefore not considering the consequences and needs 
for the other in the relationship.  
Subjectivity   
In trying to decode what can be felt, thought and experienced by the participant we are giving our 
short version of the participant’s reality. The participant seems that wants to say: ‘ I love when I 
am treated with good words for my job from my supervisor, if not, I don’t care much, and I don’t 
feel ok but it is ok I don’t care again. If I have a lot of things to do and I feel negative emotions 
maybe I don’t do anything. For me the way I am feeling and my personal well being is what mat-
ters after all’.   
Participant C  
Discursive constructions 
In the extract of Participant’s C interview positive emotions constructive object is referred to as 
something associated with productivity, creative thinking and optimism (line 56). It is something 
that involves in a way both organisation and employee. (‘..in a positive way. You perceive your 
role as employee as …..I feel useful, and productive, and I also feel more responsible and commit-
ted’ lines 88 -93). It is seen as something that provides socialisation. This is done by interaction 
and behaviour with colleagues (lines 53-55). Also in the extract (‘because you experience positive 
negative emotions it is possible that you do not harmonize yourself with the rest of the team, and 
it is very hard to understand what other people say. You are expressing a general negativity and 
denial in communicating and collaborating with your colleagues’ lines 68 -72). The discursive 
object is also used as something that provides self fulfilment and satisfaction. (‘You see things 
positive. You feel useful and necessary. You feel constructive, contented, you build on yourself. 
When the company wants…’ lines 90-91). Last, the discursive object is associated with problem-
solving and reward, respectively at lines 22- 23, line 76, line 81 and association with reward at 
lines 19 -21.  
Discourses 
Positive emotion is constructed in five ways. First, it is constructed as conflict of personal values 
and organisational values. (‘It is very important to present things as they are …..For me it is im-
portant to trust someone in order to follow in a specific activity’ lines 32-38). (‘Yes it was when I 
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took over as a project manager the responsibility to develop…. Since everything goes well’ lines 
40-49), ( ‘ Yes in various discussions with my previous boss….in order to keep them going and 
get a success’ lines 100-103). Second, it is constructed as an exchange and an economic discourse. 
(‘ situations like rewarding, assignments of new responsibilities, learning situations all make peo-
ple feel positive, but only if at the same time there is good and honest communication about the 
requirements of those situations’ lines 27-30) and (‘you see things positive. You feel useful, and 
necessary. You feel constructive, contented, you build on yourself. When the company wants to 
invest on you it makes me feel good. I feel useful, and productive, and I also feel more responsi-
ble and committed’ lines 90-93). In those last two instances we see clearly the construction of the 
object to be related to specific assumptions, expectations and attitudes of the participant towards 
the organisation. There is the idea of investing resources in exchange is dominant in an economic 
discourse and we see this in the participant’s position here. This scrapes together with the con-
struction of positive emotions as a social arrangement and the social discourse created- as the 
Third discourse in this extract. (‘But because you experience negative emotions it is possible that 
you do not harmonise yourself with the rest of the team….. in communicating and collaborating 
with your colleagues’ lines 68 -72).  Fourth, an intellectual discourse is created in two ways. First 
not directly related with the discursive object, but it shows things about participant’s position and 
that is: (‘it is not very clear yet and we have to make an opportunity analysis from the beginning, 
you know we need information about market trends, consumers’ consumption and needs, trade 
trends, competition and of course we should evaluate our own logistics and distribution. But it is 
ok it makes me feel alive and happy!’ lines 9-13). Second, it is clearly related to the discursive 
object as such (‘ I have gained knowledge, experience, feelings of creation….if I could have 
gained so many things’ lines 95-97).  The Fifth discourse is a control of ‘reality’ attempt, where 
the participant draws on the way he is expected to handle things in the organisational environ-
ment. There, positive emotions constructed as a relation to work load and priorities to be done. 
Participant C, feels that he can work things out and that he has the power and ability to control an 
own ‘reality’, according to (‘priority and time’ line 60) priorities routed in the organisational 
space and time, which set the stage and affects the participant’s social arrangements.  
Action orientation 
The key element of almost all of the ways that the constructions of positive emotions are em-
ployed for Participant’s C interaction concerns is basically his willingness for addressing respon-
sibility with proper reward and recognition from the organisation.  The fulfilment and satisfaction 
of self creates socialisation, productivity, creative thinking and - by involving both employee and 
organisation- proper reward and evaluation for the benefit of self. This is why he is willing to pe-
25 
 
nalise a different behaviour – different in the way that he sees reality and values it versus his su-
pervisor (line 36 and lines 45 -48).  
Positionings 
Constructions of positive emotions as conflict of personal values and organisational values and as 
an economic discourse indicate the participant’s position. It is the one that has certain values and 
beliefs about the way behaviours and authority should interact in the organisation.  The participant 
is committed in his way to the organisation. He is seeking seriousness and clear assignments for 
the job he has to do. The participant has draws repeatedly on the need to be useful for the organi-
sation, to help, but in relation with proper reward, communication and recognition for the job 
[supposedly] well done.  
Practice 
He was referring to his supervisor as ‘my boss’ and or ‘the manager’. This way of referring to the 
supervisor was used to show that although they had to work closely together, they were not finally 
together in an arrangement. The participant seems to be strongly occupied with problems and is-
sues of management style, behaviour and communication and general people management con-
cerns. This however does not stop him from being responsible in his work. Additionally the con-
structions of positive emotions as social discourse, economic and exchange discourse and conflict 
of values discourse is not affecting the participant’s performance and behaviour in the organisa-
tion. However, we see a demanding participant that requests an exchange for what he provides in 
the organisation (lines 91-92).  
Subjectivity 
What can be felt is that the participant is doing all his best to bring the results, knowing what to do 
in every situation, controlling things , expecting the organisation to follow. He is not going to 
leave away and let others behind; he is determined to deliver results even with personal cost, but 
he needs special attention by the organisation.  
Participant D   
Discursive constructions 
In the extract of Participant’s D interview, positive emotions constructive object is referred to as 
something associated with security (line 9) to as something which can be lost (line 58), something 
that involves both company and employee and something like a reward (lines 13 and 25). It is also  
resulting from socialisation (‘.. with intrapersonal relationships and socialisation in the working 
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environment’ lines 10-11), as something that provides optimism (lines56-57) associated with 
problem solving (lines 3-4) and personality (line 7). 
Discourses 
Positive emotions in this extract are constructed in six ways. First they are constructed as the con-
flict of values between employee and organisation. (‘I was feeling positive …. I lived very posi-
tive the changes I was feeling better [better than the next example he is referring to] and I was 
much more open in what I was listening. In the organisational changes of the sales department I 
was feeling more precautious and …. [Big pause] Negative… My experiences in the interim 
phase influenced me to be influenced in that case’ (lines 78 -83).   Here the participant takes a po-
sition due to its experiences and the subjective interpretation of reality in an ‘interim phase’. An-
other part of the extract shows the same discourse in a more elucidating way (‘I did it for the sake 
of the result for the company…. In another case I could have told him’ lines 101-102).  The Sec-
ond discourse is that of exchange the economic discourse. Here the participant negotiates a psy-
chological and a personal loss coming out of the fact that sees the constructive object - positive 
emotions - as something that provides optimism (lines 56 -57) but in an exchange process that 
creates problems (‘ I lost psychologically. Sometimes it came out also in my personal life…. I was 
expressing negativity …. Some periods that there was big work load and tension in work…. Con-
cerning the experience as an experience ….practically I have lost ….. as a learning result …. It 
was the same’ (lines 87 -90). The Third discourse is that of control of reality and is drawn on the 
same extract as the conflict of values discourse (lines 78-83). 
The Fourth discourse is a social discourse in a sense that the participant negotiates its reactions 
whenever he feels positive emotions. It is closely related to a psychological discourse concerning 
self fulfilment but it is also a matter of social relation as it includes a sharing with friends and 
family. This last complementary builds the participants psychological discourse (lines 19-21). The 
Fifth discourse is the purely psychological one where the participant recognizes that the construc-
tive object directly affects his psychology (lines 56 -57). The Sixth last discourse is about under-
standing. The participant enters in an intellectual discourse where it negotiates its capacity for un-
derstanding (lines 92 -94). 
Action orientation 
The participant promotes that whenever the constructive object is present then performance and 
result comes faster.  However, he argues that performance is not always directly related with posi-
tive emotions. This is because he wants to demonstrate that he is accountable and responsible for 
delivering the results and the work to be done. This is shown more explicitly when he states (‘I 
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did it for the sake of the result for the company…In another case I could have told him’ lines 101-
102).  
Positionings  
When the participant is referring to the constructive object as something related to promotion and 
reward, automatically takes the position of the one who is worth-taking a reward for an exchange 
of his services and his performance in the organisation (lines 12-14). Besides than observing his 
facial reactions and behaviour after that response, we may comment: [He sets back and tries to 
find something more discrete. He feels that he was exposed a lot by saying ''especially when you 
are not expecting'' he certainly was expecting his promotions'' He knows that he is a good per-
former / he received also the highest rating in his evaluation versus the others in his level!] . 
Practice 
He seems to value positive emotions contribution to the organisation. He understands that in the 
context of an economic discourse or a social interaction, he has to follow the practices of the or-
ganisation’s respective discourses.  
Subjectivity 
What can be felt is that the participant tries to balance and separate a personal life from an organ-
isational life. In both lives the discursive object intrigues and affects in a complementary way. It 
comes out that he may say :( ‘It doesn’t make me feel negatively. I see it as something that has to 
be done (pause) I much more realize that those things are in the program of the work’ lines 30-33) 
in a way of representing the whole extract. 
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PROBLEMS OF VALIDITY 
The main problems of validity with the Foucauldian discourse analysis is that texts are conceived 
as containing discourses which construct different realities and therefore difficult questions about 
subjectivity, ideology and power are being addressed as we have discussed earlier.  
ETHICS 
We have gained access and management permission for running the research in an unbiased way 
in the organisation being studied. We did not collect any personal data and or personnel records. 
The research findings were confidential and anonymous and we did not allow any exploitation by 
the organisation under study. We challenged a verification of findings, and we have not presented 
findings for which evidence seemed suspicious (Remenyi 2002). Unbiased findings will lead to 
reflection upon completion of this document and we believe that they will contribute to the future 
development of the study regarding emotions and learning in the organisation. 
This research is particularly sensitive to issues around confidentiality. Furthermore, all of the writ-
ings up to now involve a high degree of self-reflection. That means the participants may have 
drawn attention in events that intentionally have been kept out of their consciousness, or they may 
have identified contradictions between their attitudes and behaviour. In that case, the researcher 
needs to take responsibility for the effects that the study has on the participants (Willig 2001).  
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DISCUSSION 
The findings from the interview extracts lead us to three main conclusions. The First is that Posi-
tive emotions as the discursive object in discourse is constructed in ways that built on intellectual 
resources, social resources, as well as psychological resources for the participants under investiga-
tion. The Second is that organisational context creates desired emotional experiences as well as 
behaviours and practices in various discourses.  The Third is that the conflict of personal values 
and beliefs with the organisational values and beliefs constructs the major discourse in view of the 
social and economic exchanges in the organisational environment.  
The conceptual framework of document II, could therefore advance to include the findings of this 
study: 
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APPENDIX 
Name: Internals\Participant A 
Description: Interview extract 
¶1: Q:Which are the moments that you have experienced positive emotions in the organisational 
environment? 
¶2: PARTICIPANTA: Such moments that I recall are basically personal. For example with my 
child. Hmm. professionally … I recall … do you know what is happening. It happens that you feel 
positive emotions sometimes and after a while they are lost , you feel that  you have done some-
thing that you have managed something but very soon you see that this is not working and there-
fore you are disappointed.  
¶3: HARRY: What do you mean with that? 
¶4: PARTICIPANTA: For example I was feeling great when me and my team we were preparing 
and I was head of the project of developing the new credit policy systems in SAP [Pause] at that 
time I was feeling very positive emotions but after I have noticed that it was nothing for the com-
pany so I felt very dissatisfied. I said it is nothing that’s a pity !! 
¶5: Q:Do you believe that there are working experiences and or behaviours that make people feel 
positive emotions? 
¶6: PARTICIPANTA: Yes I believe that even in bad things you win something. It is that for the 
moment I tend to forget but for sure I have won a lot of things.  
¶7: Q:Do you recall such an experience to describe to me? 
¶8: PARTICIPANTA: When me and my team we were supposed to implement the systems euro 
conversion in one day. We have worked a lot there was a lot of stress and anxiety but it came out 
to a big success. Another thing was the development and the introduction of a telesales depart-
ment. We had nothing up to that day that the boss came and said to me ParticipantA I want an op-
erative telesales department in ten days! Ten days seemed to me something impossible … but 
again it worked and I was feeling very positive. 
¶9: Q:What exactly you wanted to do? What was your mood? 
¶10: PARTICIPANTA: For sure I didn’t want to go to bouzoukia … (laughing) or for clubbing or 
something like that. I didn’t have a mood for something special. It is a matter of personality. 
However sometimes that we are sitting with my team and discussing and laughing we are refer-
ring to those experiences. We are referring also to those experiences when things are going bad 
and we have a difficult situation to face. This helps a lot … 
¶11: Look, through such experiences I believe that you gain positive approach in new things. 
That’s what I believe... 
¶12: Q:How did you behave and interacted with your colleagues? Your job requirements?  
¶13: PARTICIPANTA: Much better. I feel more secure. I feel more comfortable. I feel that I have 
a different better way of communication with my colleagues. I thought that I was something very 
important for my company and work.  
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¶14: Q:How are you handling things when there is a lot of job pressure and many priorities that all 
need attention at the same time? 
¶15: PARTICIPANTA: I usually don’t care because this is the work all the time. So.. I delegate 
work, I do some little from each one, usually I work on all of them but there is always something 
more important that the rest to do.  
¶16: HARRY: And who says so?  
¶17: PARTICIPANTA: Usually it comes from the company so I have to follow what is the most 
important. 
¶18: Q:How do you feel? 
¶19: PARTICIPANTA: I feel stress but I like to feel that I have energy, that I can handle things.. 
The opposite (to have nothing to do) is what makes me nervous. 
¶20: Q:Whenever you feel negative emotions how this affects you - if it affects - in meeting your 
job requirements?  
¶21: PARTICIPANTA: If I am negative to the job request I certainly run the job, even if I may not 
believe in that job. Inside me I do not feel very happy. if it is something that I believe then even if 
I have negative emotions I do the job more gladly and it is something that helps me overpass my 
negative emotions. I forget the negative mood I have.  
¶22: Q:Whenever you feel positive emotions how this affects you - if it affects - in meeting your 
job requirements?  
¶23: PARTICIPANTA: I feel the same as above if I do not believe in the job that I am required to 
do then even if I am happy for example I don’t do it more gladly because I am feeling positive. 
¶24: Q:Tell me, in a learning experience that you have participated; do you remember if this learn-
ing experience was affected negatively or positively by the emotions you were experiencing at 
that time? 
¶25: PARTICIPANTA: Yes it was affected but it depends if I believe in that learning experience. I 
participate better when I am in a good feeling. If I am in a negative feeling I participate whenever 
the subject is of direct interest to me. 
¶26: There are situations that I was involved with different emotions (positive and negative). If the 
subject is of interest to me and I was feeling negative then the learning situation was sweeping me 
in a better mood. Whenever I was having positive emotions I was participating with more interest 
independently of the subject. 
¶27: HARRY: Do you believe that you have gained something? 
¶28: Q:Have you shown on purpose that you are experiencing positive emotions, while this is not 
true? 
¶29: PARTICIPANTA: No I haven’t done that. However whenever it is required to be involved to 
something that I do not believe I will express neutrality but not positive emotion. Not for sure …I 
may sometimes say that I am opposed to that. 
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Name: Internals\Participant B 
Description: Interview extract 
¶1: Q:Which are the moments that you have experienced positive emotions in the organisational 
environment? 
¶2: PARTICIPANTB: [he is rather absolute and direct in his opinions]  in reward and in good co-
operation.  
¶3: Q:Do you believe that there are working experiences and or behaviours that make people feel 
positive emotions? 
¶4: PARTICIPANTB: Yes … and should be from the best moments. 
¶5: Q:Do you recall such an experience to describe to me? 
¶6: PARTICIPANTB: Good evaluation and good judgments from your supervisor. 
¶7: Q:When you were experiencing those positive emotions What exactly you wanted to do ?  
¶8: PARTICIPANTB: I had an inclination – mood to work more…. I feel more productive….I lib-
erate myself. 
¶9: Q:How did you behave and interacted with your colleagues? Your job requirements?  
¶10: PARTICIPANTB: I consider my colleagues a team …[pause]  it didn’t make a difference  the 
dealing with them.  
¶11: Q:How are you handling things when there is a lot of job pressure and many priorities that all 
need attention at the same time? 
¶12: PARTICIPANTB: I do not care, I feel pressure but … it is ok I do not mind.  
¶13: Q:Whenever you feel negative emotions how this affects you - if it affects - in meeting your 
job requirements?  
¶14: PARTICIPANTB: I don’t do anything… I am blocked. 
¶15: Q:Whenever you feel positive emotions how this affects you - if it affects - in meeting your 
job requirements?  
¶16: PARTICIPANTB: I become more persistent and I try more in my job. 
¶17: Q:Tell me, in a learning experience that you have participated; do you remember if this learn-
ing experience was affected negatively or positively by the emotions you were experiencing at 
that time? 
¶18: PARTICIPANTB: In general I am difficult in the beginning….when I start afterwards it is 
easier. If I begin negatively and I do not have an understanding then it is hard for me to 
start…when I am happy it is easier to start. 
¶19: Q:Have you shown on purpose that you are experiencing positive emotions, while this is not 
true? 
¶20: PARTICIPANTB: No it hasn’t happen up to now. 
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Linked Memo 
Memos\ParticipantB 
The responded seemed that didn’t want to say more and although he seemed happy to participate 
he was very short and brief in answering. I didn’t invoked discussion further on purpose because I 
have felt that if I have done it he would have answered with the same way due to his personality 
and style and maybe he would have felt threatened (by my insistence on questioning). Therefore I 
remained stacked in the pre-structured basic questions I had prepared.  
 
Name: Internals\Participant C 
Description: Interview extract 
¶1: HARRY: Ok ParticipantC of course I know you and your job in the company but tell me a lit-
tle more about the details that I do not know, what are you up to at that time? 
¶2: PARTICIPANTC: I am running the new refrigerated products project you know about that.  
¶3: HARRY: Yes. How do you feel about that? 
¶4: PARTICIPANTC: Ah… I like it. But it is a difficult storY. 
¶5: HARRY: Meaning? 
¶6: PARTICIPANTC: It is not very clear yet and we have to make an opportunity analysis from 
the beginning, you know we need information about market trends, consumers’ consumption and 
needs, trade trends, competition and of course we should evaluate our own logistics and distribu-
tion. But it is ok it makes me feel alive and happy! 
¶7: HARRY: OK that’s very interesting. I wish you good success. So have you experienced other 
things like the one you are experiencing now that made you feel positive?  
¶8: Q:Which are the moments that you have experienced positive emotions in the organisational 
environment? 
¶9: PARTICIPANTC: When I was promoted. When i had a salary increase. When I am reaching 
my objectives and get paid the bonuses. I experience positive emotions also in times that I reach a 
professional target. Like the sales budget, like the establishment and the closing of an agreement 
with a customer. In general i could say that whenever I bring a good result I have positive emo-
tions. 
¶10: Q:Do you believe that there are working experiences and or behaviours that make people feel 
positive emotions? 
¶11: PARTICIPANTC: situations like rewarding, assignments of new responsibilities, learning 
situations all make people feel positive, but only if at the same time there is good and honest 
communication about the requirements of those situations. 
¶12: HARRY: What do you mean by that? 
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¶13: PARTICIPANTC: It is very important to present things as they are. I mean that it is not 
enough to reward or to give new responsibilities or to employ people in a learning situation or 
educational training, it is very important to speak honestly with them for the reasons you are do-
ing that. Of course this is a management problem and depends a lot from the manager you have. 
For me it is important to trust someone in order to follow in a specific activity. 
¶14: Q:Do you recall such an experience to describe to me? 
¶15: PARTICIPANTC: Yes it was when i took over as a project manager the responsibility to de-
velop the new fresh - refrigerated products business. It was a very promising job and certainly a 
career opportunity for me. In the beginning I was much fulfilled and i was feeling very happy for 
no reason. I had a big interest in my job (and still have) up to the time that my boss (the sales 
manager) started saying contradictory things about the way of running the business and was criti-
cizing with no reason all of my actions. Anyway this stopped because after a while due to the na-
ture of the project I started collaborating with the commercial manager directly and since every-
thing goes well. 
¶16: Q:When you were experiencing those positive emotions What exactly you wanted to do ? 
What was your mood? 
¶17: PARTICIPANTC: I didn’t have a particular tendency for something specific. 
¶18: Q:How did you behave and interacted with your colleagues? Your job requirements?  
¶19: PARTICIPANTC: With more positivism, better temper and mood, much more optimism. i 
had more creative thinking I was feeling more productive, (I don’t know if I really was , but i 
think i was).   
¶20: Q:How are you handling things when there is a lot of job pressure and many priorities that all 
need attention at the same time? 
¶21: PARTICIPANTC: i am trying to organize things according to priority and time. I try to do all 
of the important things even if it seems impossible sometimes. 
¶22: Q:How do you feel in those situations? 
¶23: PARTICIPANTC: I feel stress and anxiety. 
¶24: Q:Whenever you feel negative emotions how this affects you - if it affects - in meeting your 
job requirements?  
¶25: PARTICIPANTC: i separate my mood and feelings from work and i simply do my job. But 
because you experience negative emotions it is possible that you do not harmonize yourself with 
the rest of the team, and it is very hard to understand what other people say. You are expressing a 
general negativity and denial in communicating and collaborating with your colleagues.  
¶26: Q:Whenever you feel positive emotions how this affects you - if it affects - in meeting your 
job requirements?  
¶27: PARTICIPANTC: There is better mood. I see the problem I am facing with much more ideas 
for its solution. I find more alternative solutions therefore i can choose the best for the specific 
case. I feel creative and I feel more productive. in such instances you are more useful for the com-
pany. You see more positive any issue that you have. You have more persistence to find a solution 
when in the opposite case (when feeling negative) you may say it is ok, do not bother with that 
leave it as it is, i cannot do something now. 
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¶28: Q:Tell me, in a learning experience that you have participated; do you remember if this learn-
ing experience was affected negatively or positively by the emotions you were experiencing at 
that time? 
¶29: PARTICIPANTC: Yes. I was experiencing positive emotions and the whole experience was 
affected in a positive way. You perceive your role as an employee as being more useful for the 
organisation. You have euphoria, you see things positive. You feel useful, and necessary. You feel 
constructive, contented, you build on yourself. When the company wants to invest on you it 
makes me feel good. I feel useful, and productive, and I also feel more responsible and commit-
ted. 
¶30: HARRY: Do you believe that you have gained something? 
¶31: PARTICIPANTC: I have gained knowledge, experience, feelings of creation. But I think this 
is because I liked this experience. If I had not believed in that learning experience I doubt if I 
could have gained so many things. 
¶32: Q:Have you shown on purpose that you are experiencing positive emotions, while this is not 
true? 
¶33: PARTICIPANTC: Yes in various discussions with my previous boss, when we had different 
views about my job. I have done the same with my colleagues when once i was pretending that I 
love a project in order to keep them going and get a success. 
 
Name: Internals\Participant D 
Description: Interview extract 
¶1: Q:Which are the moments that you have experienced positive emotions in the organisational 
environment? 
¶2: PARTICIPANTD: Positive emotions.. hm (pause).. Whenever difficult things and problems 
have been solved. 
¶3: Q:Do you believe that there are working experiences and or behaviours that make people feel 
positive emotions? 
¶4: PARTICIPANTD: Yes … but …. It depends from the personality of each person. 
¶5: HARRY: What that means? 
¶6: PARTICIPANTD: Namely someone may feel positive whenever he feels secure. Someone 
[feels positive emotions] with intrapersonal relationships and socialisation in the working envi-
ronment.  
¶7: Q:Do you recall such an experience to describe to me? 
¶8: PARTICIPANTD: When I was promoted ,that … in both instances [promotions] I was not ex-
pecting that …especially when you are not expecting that. Hmm ..(pause) in another case with an 
important issue that you find a quick and fast solution. 
¶9: Q:When you were experiencing those positive emotions What exactly you wanted to do ? 
What was your mood? 
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¶10: PARTICIPANTD: I didn’t express anything. It was an internal satisfaction that remained 
there. In some instances I have shared this with friends.. (pause) with my own people. 
¶11: Q:How did you behave and interacted with your colleagues? Your job requirements?  
¶12: PARTICIPANTD: There was a short term difference in my job. I realized that I do something 
that I like… it was like a reward for the job I make everyday. …. And I cannot say that , hmm I 
didn’t change towards my colleagues.  
¶13: Q:How are you handling things when there is a lot of job pressure and many priorities that all 
need attention at the same time? 
¶14: PARTICIPANTD: I use a hierarchy and I do the important things first. 
¶15: Q:How do you feel in those situations? 
¶16: PARTICIPANTD: It doesn’t make me feel negatively.. I see it as something that has to be 
done (pause) I much more realize that those things are in the program of the work. 
¶17: HARRY : What do you mean you don’t feel negatively ? 
¶18: PARTICIPANTD: Negative feelings come out whenever the work load is due to others peo-
ple omissions…basically when it concerns internal affairs..  
¶19: HARRY : What that means? 
¶20: PARTICIPANTD: When ..for example.. Your boss [supervisor] knows that something has to 
be done many days before and it comes that you have to do it today for tomorrow …. He tells you 
at the last moment. You understand ?[what I mean]. 
¶21: HARRY: Yes, ok 
¶22: Q:Whenever you feel negative emotions how this affects you - if it affects - in meeting your 
job requirements?  
¶23: PARTICIPANTD: It affects me in a minor scale. .. .. Concerning that I can manage that by 
doing a self ‘decompression’. I don’t do anything for some minutes.. I absorb all the negative en-
ergy..(pause) I talk to someone not relative to the job and …. Due to big work load   
¶24: I forget and the job takes me up.  …Now … if the negative charge is coming from the work 
[means working environment] or is not leaving with my decompression, then I am not bothering 
with that [the issue that creates this feeling] even if it is priority… so I can return to it later on 
when I feel much better. 
¶25: Q:Whenever you feel positive emotions how this affects you - if it affects - in meeting your 
job requirements?  
¶26: PARTICIPANTD: I have better psychology. Hmm ………..I am not neutral, neither negative 
but positive. .As a result you have better performance up to the time that something happens that 
make you feel negatively. 
¶27: HARRY: How is that when you have many things to do simultaneously? 
¶28: PARTICIPANTD: Whenever I feel positive I do things faster.. possibly I have more creative 
result. For sure you are going to drive things a step further….while on the contrary when I have 
negative mood then I execute things at the minimum. 
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¶29: Q:Tell me, in a learning experience that you have participated; do you remember if this learn-
ing experience was affected negatively or positively by the emotions you were experiencing at 
that time? 
¶30: PARTICIPANTD: In seminars I don’t discuss it they are too fixed…It doesn’t have influ-
enced me. In general I am open I do my critic in that which I am learning and I keep whatever is 
of interest to me… but it hasn’t affect me.. 
¶31: HARRY: Do you remember any other experience? 
¶32: PARTICIPANTD: Yes in the first organisational changes the big ones with the CCMO 
¶33: [The company introduced a new department that revoked the trade marketing and took over a 
lot of responsibilities from marketing and sales and started to function as the liaison between these 
two big departments, as a result people changed positions and many from marketing went to this 
new department] 
¶34: I was feeling positive …. I lived very positive the changes I was feeling better [better than the 
next example he is referring to] and I was much more open in what I was listening. In the organ-
isational changes of the sales department I was feeling more precautious and …. [ big pause] 
Negative… My experiences in the interim  phase influenced me to be influenced in that case.   
¶35: HARRY: Do you believe that you have gained or lost something? 
¶36: HARRY: In those learning experiences? 
¶37: PARTICIPANTD: I lost psychologically. Sometimes it came out  also in my personal life….i 
was expressing negativity …. Some periods that there was big work load and tension in work…. 
Concerning the experience as an experience ….practically I have lost ….. as a learning result …. 
It was the same …but with a time delay. 
¶38: When I enter positively it has much more direct result, I understand faster, when I enter nega-
tively it takes time …to throw of my negativity and then to understand. 
¶39: Q:Have you shown on purpose that you are experiencing positive emotions, while this is not 
true? 
¶40: PARTICIPANTD: For example in a preparation for an important presentation my behaviour 
came out on purpose as neutral….while I was feeling negative feelings due to his unwillingness to 
collaborate.  
¶41: HARRY: How did you control your feelings? 
¶42: PARTICIPANTD: I did it for the sake of the result for the company…. In another case I could 
have told him. 
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‘For meanings cannot be measured, only understood. Hypotheses about 
them must be expressed in language, and confirmed in dialogue’ 
(Bhaskar 1998, p.226) 
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CHAPTER I - INTRODUCTION 
Learning in organisations 
Organisational learning is adults learning. Adults would like to learn something that is meaningful 
for them to learn, and expect to see a potential well being for themselves coming out of the learn-
ing activity. The view of learning as organisational learning embodies the uniqueness of individu-
als, but is moving the content of learning from individual to the collective, and sees learning as a 
narrative and reflective activity related in the communication processes within the organisations 
(Papantonopoulos 2003, Ortenblad and Gullen 2001).  
Organisational learning involves physical, social, cognitive and emotional processes.  
Smith (1997) cited in Vince adds to the above concerns of organisational learning the defensive 
reactions among individuals and groups (Vince 2002), an issue with which many theorists have 
been concerned (Argiris 1990, Senge 1990). 
Learning in organisations takes place in a specific organisational political context which as we 
have argued in previous work creates desired emotional experiences in interplay with cognition. 
This context is dominated by social - organisational, intellectual and economic exchanges which 
result as variants of conflict of personal values and beliefs with organisational values and beliefs. 
This social link between organisation and individual creates the organisational defences that are 
‘the way we do things here’. Vince (2002) presented this as the hidden mechanism that develops 
shared assumptions and political context.  
Does learning mean changing?  
In this study, we have been interested in every instance of learning in organisations. Learning 
could be a single problem solving, a learning process for a new ordering system, which salesper-
sons have to embrace, it could be the use of a new tool and a technical way to make the job more 
effective, it could be a personality assessment and development program, or it could be the em-
ployees evaluation processes of the company. Many more situations mean learning in organisa-
tions and it is evident how many there are. Learning in organisations is a continuous process and 
means almost always changing and adapting to the changing environment.  ‘The word ‘learning’ 
denotes change of some kind. To say what kind of change is a delicate matter’ (Bateson 1973, 
p.253). 
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Then, the most crucial thing about all the obvious cases that learning takes or should take place in 
the organisational environment is not the learning context of each learning situation as such, but 
the learning as a mechanism of a change structure in which this learning takes place. 
Learning is a psychological process operating against resistances inner and outer, emotional and 
institutional (Antonacopoulou and Gabriel 2001, p.11). Therefore, any learning situation defi-
nitely incorporates a smaller or bigger change for the individuals in an organisation.   
Change was initially theorised in Ancient Greek by Heraclitus, who has provided a holistic ap-
proach for the world, saying that everything is under permanent change moving continuously 
from the state of existence to the state of non existence.  This idea of change, the fact that nothing 
remains constant and stable but is convicted to change, is difficult to gain catholic acceptance by 
individuals. Alan Woods (1995) argues that the human thought is rather conservative. People 
hook in situations which they believe are solid and trustworthy for themselves and they usually 
seek safety and protection. The safety feature is an important aspect in every change and learning 
situation. Winnicott argued that learning takes place within a holding environment an environ-
ment which is safe enough without being stifling or overbearing (Winnicott cited in Antonacopou-
lou and Gabriel 2001, p.6).  
In contemporary organisations the reaction to change remains a key activity in exercising the 
meta-modern strategic management, because it provides the resources for the discovery of the 
strategic intent. The effective change in organisations happens when learning takes place. Hamel 
(1997) supports that continuous learning is the single most important issue for the organisations, 
which always seek to maximize it in relation to their efforts. Thus, the first dialectical approach of 
the world by Heraclitus, which was further enriched by the works of Socrates, entails learning and 
changing. Socrates started setting up an idea from life experience, he was moving on with reason-
ing and antithesis, creating an up-set and he was finally creating a synthesis, a new way of think-
ing, a new learning, a set-down. In the same way, John Fredericks in his classroom about learning 
in February 2000, has argued that during a learning process we start with experiencing situations 
that we have never expected we move on to an up-set of what is all about and we end up to 
change our way of thinking, which is a set-down, a learning, and a change.  
Research on organisational change informs that there are many obstacles to change. Common 
problems are receptivity (human willingness to consider change), politics, and conflicts between 
competing groups or individuals. Other problems are human inertia and human resistance in light 
7 
 
of anxiety for personal loss or threat (Eriksson 2002). The end point is that in order to become 
able to consider change learning should take place. 
Akgun (2003) influenced basically from Poesi (1998) and Gioia and Simms (1986), suggests that 
the socio-cognitive perspective can be used to explain organisational learning and changing. He is 
banding together the behaviourist conceptualization of learning where learning is considered to be 
a permanent change of behaviour or action (Papantonopoulos 2003), the cognitive conceptualiza-
tion where learning is a change in states of knowledge, and the social constructionist perspective 
where the attention shifts from the processing of information to the process of interaction and par-
ticipation (Akgun 2003). Thus, Akgun is arguing that these views converge towards social cogni-
tion where the attention is additionally drawn to the social context where the learning takes place. 
This study draws on the work of Bandura (1976 and 1986) on social learning as well as draws on 
Vygotsky’s (1980) theoretical framework according to which social interaction plays an important 
role in the development of cognition. 
We have been informed in some detail in the current study as well as in earlier work (Papan-
tonopoulos 2003) about learning theories with a cognitive focus (Piaget, Coffey 1994, Gagnes 
1985, Brainerd 1978, Bruner 1996, Cook and Yanow 1993 and Allard-Poesi 1998) and we have 
identified a consensus in the bibliography that cognition is an important element in the study of 
learning. The social cognitive perspective of learning emphasises what Illeris (2003) model sug-
gests that learning is composed of two types of processes. The one component is interaction proc-
esses or in other words the processes that link the learner with the environment. These are social 
in nature and they carry a social dimension. The second component is about inter-mental proc-
esses. These are acquisition and elaboration processes, which are psychological in nature and have 
a cognitive and an emotional side. 
Learning has both social cognitive and emotional dimensions. Social dimensions include commu-
nication, cooperation, and understanding. Cognitive dimensions include skills, understanding and 
meanings, functionality and knowledge. Emotional dimensions include patterns of emotions, mo-
tivation, attitudes and mental balance.  
Besides, the two processes that accompany learning, we have seen from the previous qualitative 
study (Papantonopoulos 2004) that the social elements of learning are influenced by the discourse 
of conflict of personal and organisational values in various social and economic exchanges. The 
cognitive and emotional elements are even more complex. The cognitive dimension of learning 
includes emotional aspects in the form of the appraisal of the learning situation, or simply in the 
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form of the emotional state preceding or occurring during the learning process. But how do the 
emotions and the appraisal work in a learning situation? This will be further examined in chapter 
four. 
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CHAPTER 2 – METHODOLOGY ‘A Critical Realist View’ 
Realism holds the belief that the world acts independently of our self-control, but it is in a big ex-
tent known, therefore it remains open to change according to the levels of knowledge we can 
have. This view is hardly accepted by critical realism.  
Critical realism argues about the existence of an independent ‘reality’ of the world and stands for 
the need to go deeper than the surface of the things under examination in order to find that ‘real-
ity’.  
Critical realism differs from positivism in that it conceives the establishment of causality in identi-
fying tendencies of things to occur and not in identifying regular repetitive patterns of events. It 
shares however with positivism the notion of social science as empirically based, rational and ob-
jective inquiry, which has the purpose to provide an explanatory and a predictive knowledge of 
society. Although it seems that the basic tenets concerning explanation and prediction are com-
mon in the two traditions, critical realism differentiates itself by standing for explanation as the 
primary objective of social science. Positivism explanation, which works with presenting regulari-
ties and repetitive patterns, is not enough to explain ‘reality’. Critical realism gives attention to the 
illumination of the connections between the phenomena by acquiring knowledge of the underlying 
structures that govern these phenomena and not by simple observing and counting of the surface. 
This conception of gaining knowledge from unobserved mechanisms is not accepted by positiv-
ism.  
Bhaskar (1975), who is the founder of critical realism, distinguishes two levels of explanation. 
The first is theoretical explanation which involves the theoretical detection of the real the underly-
ing structures and mechanisms that are responsible for the observable phenomena. The second is 
the practical explanation of the observable phenomena, which involves the experimentation, and 
analysis of the structures and mechanisms already identified in the theoretical explanation (Irwin 
1997). 
What is to be? What is ‘reality’? 
Bhaskar (1998) argues about three levels of ‘reality’, out of which the third analysed below, is the 
key proposition of critical realism. The first level of ‘reality’ is the empirical which consists of 
experiences and events through observations, the second is the actual which consists of events that 
exist or are taking place independently from our conception and observation and the third is the 
real which consists of processes, structures and causal mechanisms that generate events in the 
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world. This division of ‘reality’ in levels implies the idea of explanatory power of Bhaskar. Thus 
theories can be stratified according to their ability to explain a range of phenomena. Pratschke 
(2003), argues that the more powerful theories are those that can explain the widest range of phe-
nomena (Pratschke 2003, p.16). To explain a phenomenon is to describe a generative mechanism 
which when exists and works as the hypothesis you have done, it would account for the phenome-
non (Pratschke 2003, p.17). Thus ‘reality’ stands for the creation of models of mechanisms which 
when they work as it is supposed then they account for the phenomenon being examined. These 
models have hypothetical descriptions, which we hope that will reveal the underlying mechanisms 
of ‘reality’. We can be aware of these underlying mechanisms by constructing and testing ideas 
about them. 
Critical realism mixes in effect social constructionist and Marxian thinking (Watson 1994) al-
though this cannot be clearly supported (Benton and Graib 2001). It addresses that ‘reality’ may 
be real but it can only be understood as a social construct (Fisher). Therefore, we use the term so-
cial before of ‘reality’, thus for critical realism is social ‘reality’. 
‘Reality’ is relatively defined as socially constructed by humans or as socially constructed by ma-
terial unobservable structures of relations like capitalism. ‘Either social ‘reality’ is viewed as a 
socially constructed world in which social episodes are the products of social actor’s cognitive 
resources, or it is viewed as a socially constructed world in which social arrangements are the 
product of material but unobservable structures of relations’ (Sanghera 2004). 
The view of critical realism of Bhaskar seems to neglect human embodiment and the significance 
of non-human materials, processes, living beings, as participants to social life. This signifies his 
position against the relation between social and natural sciences. 
Viewing how critical realism understands social science ontology and the relation with natural 
science the main influence from Bhaskar is the acceptance that society and persons are distinct but 
yet interdependent and interacting levels. Social structures are kept due to the activities of social 
members. This is the activity dependency part of Bhaskar’s ontology of social structures. Bhaskar 
additionally addresses the concept dependency and the space-time dependency ontology of social 
structures which for him differentiates them from the structures in nature.  
Thus, we are examining First, Bhaskar’s view that ‘social structures are kept due to the activities 
of social members’. For this reason we shall use the example of power of discipline in organisa-
tions. Under the assumptions of Bhaskar the structure of power of discipline of employees in an 
organisation should be kept and reproduced due to the activities of its employees. We could say 
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that the employees of an organisation - individually or collectively - could change or advance this 
power - discipline structure. However social structures cannot be always maintained by the activi-
ties of their agents (i.e.: employees in an organisation), as the organisational power of discipline is 
most of the time un-exercised but still it is there hidden in order to safeguard organisational value 
standards.  
Second, the concept dependency ontology means that social structure is developed due to the be-
liefs and the views social agents hold about their activities, and space-time dependency means that 
social structures are time and space related. However these two conditions are not necessary true 
for social structures. As Benton and Graib (2001) argue there are natural sciences which deal with 
ephemeral natural occurring structures. Third, social structures characteristic as agent concept de-
pendent is under dispute because many times activities are done by force of habit and not as a re-
sult of pure conceptualization.  
In any case though, the concept and the activity dependence of structure and agent help us to un-
derstand the importance of adding the map of agents’ beliefs and views to the theoretical argu-
ments and to the empirical evidence in order to understand the social structure under study. 
What is to know? How do we judge a statement to be true?  
In the attempt to legitimate critical realism when we are dealing with empirical evidence, we are 
confronted with the argument of the impossibility of ‘experimental closure’ (Collier 1994). By 
experimental closure, we mean the need to have closed systems like the laboratory experiments, in 
order to obtain causality and explanation based on causality. Closed systems however, cannot oc-
cur without human intervention and many causes may prevent a causal mechanism or tendency 
from having its normal effect (Irwin 1997, p.98). Most of the times experiments in social science 
are not taking place in laboratory conditions thus are not taking place in closed systems. The ex-
perimental closure inadequacy plays an important role in refuting of causality for critical realism, 
as causality cannot be sustained without the regularity and patterning that comes with the closed 
systems. 
Spencer (1995), in reviewing Bhaskar’s critical realism, informs that a number of different 
mechanisms determine what will happen in every situation. It is thus difficult to identify the true 
cause of an event. In order to do so we have to run experiments in which we should isolate the 
particular mechanisms from interference with others. This addresses the issue of closure, and has 
an effect to causality, which applies according to Bhaskar only to, closed systems (systems in 
which laws have uniform effects).  
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Critical realism informs that the objects of interest exist and act independently of the researcher 
observer and its activity. The key conclusion according to Benton, who is mainly informed by 
Bhaskar, is the view of laws (outcomes) of experiments as tendencies of mechanisms in the ex-
perimentation process. The outcomes withdrawn from the experiments are tendencies of the 
mechanisms, which under normal situations may remain hidden without any observable event fre-
quencies, but in experiments exist in dependence with the activities of the experiments (Benton 
and Graib 2001, p.124).  
‘The laws are independent of men as thinkers, causal agents and perceivers’ and thus they may be 
unknowable and their instances can be unperceivable, and they can also be known and their in-
stances perceivable, but which when not instanced in closed systems remain hidden to us (Locke 
and Kneale cited in Bhaskar 1996). 
Benton, (2001, p.135) suggests that apart from the experiment, another way to explain the under-
lying social structures is to try to identify how possible is that every practice is about to happen. 
But this implies little or no empirical and statistical inquiry and directs us to a more theoretical 
approach.  
The incapacity of the experimental closure is why statistics are confronted with distrustfulness by 
many critical realists. Pratschke is critiquing Bhaskar and Archer (1998) as exponents of the scep-
ticism about statistics. But the issue addressed at least for Bhaskar is not the unconditional con-
tempt of statistics. Apart of the statistical correlations and concurrence of events, it is the need to 
secure findings in an explanatory mechanism and explain them as tendencies of things to occur. 
Likewise, we believe that statistical techniques are appropriate even in critical realism as long as 
we have agreed that there is an indirect relationship but still a need to consider both the empirical 
inquiry of the statistics and the explanatory power of the theories involved.  
Accepting critical realism view of science, we accept that critical science has no formal structure 
and may call into question any level of the research programme and the very development of sci-
ence per se. In this way, critical realism suggests that all of our beliefs should be open to continu-
ous and deep evaluation and correction. Besides, critical realism is reflexive in considering the 
possibility of thought or language to represent something outside itself, -contrary to other forms of 
realism- and it gives great importance on the deep structures and characters of things rather than 
on their surface appearance (Benton and Graib 2001, p.120).  
Bhaskar argues that knowledge in a sense that without men cannot exist depends on men. How-
ever as it exists in the virtue of men thoughts and actions, it is not irreducible to them. Usually 
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researchers and scientists are based on theories and on a disciplined framework, which provides 
meaning for their works. The researcher should use tools, results and theories as well as hypothe-
ses that are available to him/her, with the aim of theory construction. Therefore knowledge pre-
exists and is reproduced continually. Thus there is not a pure construction of knowledge but only 
reproduction or transformation, which informs that a pre-existence of knowledge is necessary for 
our activity and knowledge, it should have a material cause, and that meaning is socially pro-
duced. Besides, the objects of knowledge are regarded as existing and acting independently of 
men and do not depend upon men for their existence (Bhaskar 1998). 
Bhaskar (1997) in the logic of scientific discovery informs that there is in science a pattern and a 
habit to work in three stages. The first stage is to identify regularities and repetitive patterns. The 
second stage is to originate explanations and create models for these regularities and the last stage 
is to check for the ‘reality’ of these models. Positivist traditions are more concerned about the 
regularities identification and the linearity of relationship between causes and effects. Most of the 
times go for the second step through a model and towards an imaginary for generalization at the 
end.  
Critical realism stands different from the beginning. It starts by interpreting the first stage as the 
‘invariance’ of the result and not as the regularity. At the second stage it stands for imagining 
probable generative mechanisms, and at a third stage it involves experimentation in which the ‘re-
ality’ of the mechanisms theorised in the model is empirically tested. Bhaskar is explicit in saying 
that ‘it is the task of science to discover which hypothetical or imagined mechanisms are not im-
agery but real; or to put it in the other way round, to discover what the real mechanisms are i.e. to 
produce an adequate account of them’ (Bhaskar 1997, p.146). 
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CHAPTER 3 – CONCEPTUAL FRAMEWORK 
Modeling the Conceptual framework 
Interpreting the findings from previous research which has been based on the initial conceptual 
framework in literature review (figure1) below, we have already proposed in previous study (Pa-
pantonopoulos 2004) a modified framework (figure2) that identifies partly a model -as per the 
neo-Kantian tradition- but it also draws upon a ‘Foucauldian’ perspective which is coming -as we 
believe- closer to a critical realist view.  
As a model it accepts that positive emotions as the discursive object in discourse are constructed 
in ways that built on intellectual resources, social resources, as well as psychological resources for 
the subjects under investigation.  
As a realist reading of the ‘Foucauldian’ discourse analysis -we have followed in that study- it 
stems on the identification of the role that power relations and dynamics play in the development 
of social and economic exchanges which continually affect discourses in the organisation. From a 
‘Foucauldian’ perspective we have identified that the organisational context creates desired emo-
tional experiences as well as behaviours and practices in various discourses and that the conflict 
of personal values and beliefs with the organisational values and beliefs constructs the major dis-
course in the social and economic exchanges in the organisational environment.  
We argue that ‘Foucauldian’ discourse analysis shares in common with critical realism the pur-
pose of capturing the causal mechanisms of social / organisational forms of experience. ‘The 
physical space as well as the ‘perspective’ space (perspective in terms of authority) is specific and 
predefined in the organisational environment. The specificity of space, the layers of hierarchy and 
the information repository system are things that heavily affect discourses in the organisational 
environment. It is important to state that all of Foucault’s discussion is about procedures for con-
trolling discourse, whose role is to avert the powers and dangers of discourse’ (Papantonopoulos 
2004). 
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Figure 1 : Initial Conceptual framework 
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Figure 2 : Modified Conceptual framework 
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CHAPTER 4 - Modelling the Learning Event 
(Before the empirical testing) 
The learning event  
The learning event that we have used for the study was the presentation and training on a new 
electronic system for sales ordering and daily sales reporting – used by the salespersons in the 
field - which was about to replace the previous ‘paper/documents’ system set up. This system en-
tailed both new hardware in the form of a small palmtop pc and new software. Up to the introduc-
tion of this system, the salespersons had to work with paper customer cards and handwritten daily 
performance reports in the old-fashioned way.  
The entire learning atmosphere was so interesting so that we could not avoid taking a representa-
tive picture of a salesperson keeping in one hand the new palmtop pc and the pen accessory and 
on the other the traditional well-known customer card.  
He looks like saying: At least I have everything on my palm! ….. ‘It can’t be worst can it be? 
Photo used with permission 
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Theory construction for empirical testing 
Critical realist views of the findings of the previous study, as well as our assumptions about the 
existence of generative mechanisms in models guide us to develop a revised understanding of the 
conceptual framework. (figure3).  
Figure 3 : Revised Conceptual framework 
 
The clouds and the sea ground conceal hidden mechanisms and structures and generative mecha-
nisms in the model of the study which need to be tested empirically. This testing is about to trans-
form the ‘real’ which is the real that consists of the processes, structures and causal mechanisms 
that generate the events in the organisation.  
Mechanisms related to the learning activity thus affect the appraisal  
We understand that the new ordering system is employed for increased effectiveness and per-
formance as well as it is designed to provide an advantage for doing a better salesperson’s job. It 
seems that the conspicuous benefit for the organisation is the efficient (time and cost) control of 
the products assortment, the improvement of the level of information about stocks, promotional 
activities, distribution, pricing fundamentals and shelf placement – merchandising. The stealth 
Under Waves /sea ground= Hidden mechanisms and structures
The lighthouse is the 
learning event for the 
organization
In developing a critical realist understanding of  
the conceptual framework
The Wind direction =social context
•Creates desired approaches to learning
®
•Exchange and 
Economic discourses
•Power and Authority 
discourse
•Social arrangement
discourse
•Psychological 
discourse
•Conflict of  personal
Vs Organizational
•values
•Political 
discourse
•Intellectual 
discourse
•Control of  reality 
discourse
The Waves = Social context 
•Creates desired emotional experiences
The sailboat = cognition
People = 
emotions
The Clouds = Hidden mechanisms and structures  related to Learning
18 
 
benefit for the organisation is the total control of the performance of each salesperson on the sales 
fundamentals per se, but additionally, it is the control of work behaviour, of the time allocated and 
of the overall efficiency of the salesperson. It seems that the maximisation of performance is the 
key objective which is translated in better exploitation of working hours and increased productiv-
ity.  
However, what else could this mean for the salesperson? How does this fit with the fact that the 
controlling of the routings, of the customer calls, of the minutes allocated per call and of the effi-
ciency of each call will be stricter and more precise from the organisation?  
Obviously, this new system is only about improvement and efficiency but how does the sales 
force translate efficiency? There are contradictions in our view of it depending how we are taking 
this view. How does this relate to a leaner sales force, to a better educated and technologically 
skilful sales force? Is there any relationship? Does it mean that the organisation is willing to move 
to a newer (younger) sales force –inexperienced but less expensive -since experience is replaced 
by technology?  
Look at the way the sales person views the situation. He/she comes to participate in a learning 
event, which he/she expects it is going definitely and inevitably to change the present status of 
working. The common practices and habits of today will cease to exist tomorrow. It is nothing 
that the salesperson can do to avoid this change. The change is inescapable and the future it will 
bring is unknown. It may be now a training period but after all, the new system is here to stay.  
Eventually a salesperson could say: ‘this is not simply a new ordering system. This is a new life 
for me’. This new life is a new ‘reality’. A ‘reality’ that is organisationally constructed and irre-
spectively of the will of the salesperson, this ‘reality’ of the organisation as a social ‘reality’ exists 
independently and further more it will change his/her life.  
The learning event is the lighthouse that denotes the direction to the sailboat. The organisational 
context (the social context) in the form of the wind direction blows towards the same course creat-
ing desired approaches to the learning situation. The route cannot be changed and people on the 
boat have to move up the end of the process and irrespectively of their conformance or not, they 
will finally learn or they will finally not.  
In that scenery apart of the power that is obvious in the disciplinary society of the organisation 
and the ‘Foucauldian’ discourses that it creates, the clouds and the sea ground conceal underlying 
relations which structure behavioural interaction. For critical realism power is a property of the 
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nature of the social relations between people and it is the relationship that supplies both parties 
with the capacity to act and causes the behaviour of both (Marsden 1993). 
The mechanisms of trust and control 
Trust and control relation is an important mechanism which is underlying the organisational struc-
ture. Trust control relations are considered by Reed (2001) as the: ‘internal mechanism which 
configures social action in a wide range of organisational contexts’. Reed contents that trust and 
control relations mechanism provides ‘one of the most promising theoretical approaches for ex-
plaining the dynamics of organisational change’ (Reed 2001, p.2).  
As trust and control are essential in the organisations and in the activities of the collective it is 
very important to understand that there are expert power relationships upon which trust and con-
trol are build (Gambetta 1993 cited in Reed 2001). In the organisational context where power 
dominates one can expect power to build on certain perceptions and conditions of control as well 
as to build on certain trust and distrust levels.  
As we have also seen from previous empirical work (Papantonopoulos 2004) exchanges like con-
trol of power and social arrangements between person and organisations echoes with economic 
tradeoffs and are usual underlying generative mechanisms in organisations, which guide individ-
ual and organisational actions. The social arrangement, the conflict of personal values with the 
organisational values, the power and authority and the economic exchanges in general –things we 
have identified earlier as existing in the organisation-, position the employees and the organisation 
in a spectrum of high dependency mechanisms which affect both the employee and the organisa-
tion. As a result the person’s participation and understanding of events in the organisation is 
highly depended on the continuity and the quality of the relationship the person has established 
with the organisation. What do we mean? The underlying mechanisms that explain the person’s 
behaviour make the person behave in interdependence and exchange with the organisation. That 
behaviour is affected by the person’s beliefs about what ‘reality’ is about in the organisation and 
what ‘reality’ is about him/her self. In any case organisational ‘reality’ exists independently of the 
various ways that its members are constructing and interpreting that ‘reality’. The organisational 
‘reality’ is a different ‘reality’ for the individual, and it imposes in the individuals the way behav-
iours, expectations and authority should interact in the organisation. Different behaviour than the 
one expected is disciplined and discipline is another underlying mechanism which is not continu-
ously present -in the surface- but however it exists hidden and when there is a need it is exercised 
in order to maintain organisational order. So the employees have to conform to the organisational 
‘reality’. The structures and the mechanisms of that ‘reality’ are not always seen. They are im-
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plied, they are hidden and the most important they are interpreted differently from the individuals 
each time based on a representative identification of tendencies of things to occur always related 
to the individual’s self relevance. One could say that this is a constructivist conclusion. However 
this is not a constructivist conclusion. It is rather a critical realist in a sense that social ‘reality’ is 
being communicatively constructed. 
Quantitative control technologies like the new ordering system in this study have provided the 
technologies of trust and thus the generative mechanisms of new systems of control imposed by 
expert power groups in the organisations. As Reed contents: ‘trust in social quantification and its 
supporting organisational infrastructure became the primary generative mechanism and means 
through which novel forms of ‘expert’ power and control have been mobilized and protected dur-
ing the present century’ (Reed 1996a). 
Interests, Conflicts, Intrigues and Coteries in organisations 
The structures of interest, intrigues, conflicts and the creation and activity of coteries in organisa-
tions, are sustainable due to the underlying mechanism of manipulated trust and control on which 
discipline remains effective and is deployed whenever there is a threat to those structures. How-
ever who has the power to exercise discipline? One could say that is the expert power of the or-
ganisation in the form of those that control this expert power. However, it is the social relationship 
between people -as we have seen earlier- that allows for that capacity to act. On this basis in order 
to understand power we should conceptualise the causal mechanisms of the constituting objects in 
thought, as these are involved in interests, conflicts, intrigues and coteries within the organisa-
tional setting.   
Emotions and Learning and the mechanism of appraisal in organisations 
There have been various attempts to link emotion and learning in academia and schools. A recent 
research made by Laukenmann (2003), showed that positive emotions are important in the acqui-
sition phase of a teaching unit in Physics, and joy and interest are frequently linked in general to 
successful learning processes. However respondents were not researched about their emotional 
states prior the teaching unit. Additionally other research has indicated that students that are pur-
suing mastery in learning usually report more positive affect and less negative affect (Seifert 2001 
and Seifert 2004).  
Findings from our previous qualitative study indicate that emotions are an inherited part in the 
organisational life experiences. Emotions are generated from organisational experience as well as 
generate organisational experience. Alongside power dynamics in the organisations emotions is 
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seen as a key component in organisational learning. Armstrong in Vince informs that organisa-
tional members carry with them an organisation in the mind which both influences and normalises 
action. The organisation in the mind is an expression of the emotional states that link the individ-
ual with his/her role in the organisation with the dynamics of the organisation itself (Vince 2002, 
p.74).  
Vince (2002) utilizes the emotion of learning and non learning by anxiety to argue that individuals 
and groups manage and organize themselves on the basis of their emotional responses to organisa-
tional issues as well as on the basis of avoiding emotion (Vince 2002, p.79). 
Elements and areas that have been identified as having relationship to the creation of positive 
emotions in the organisation are: decision making, learning ability, team formation and leader-
ship, job satisfaction and motivation, performance ,problem solving, support from peers and man-
agement, personal development , security ,innovation, and creativity. Employees have reported 
positive emotions as the discursive object in discourse to be constructed in ways that built on in-
tellectual resources (problem solving, learning of new information and creativity), on social re-
sources (social acceptance and solidification of bonds), as well as on psychological resources (op-
timism, sense of identity, goal orientation and security) (Papantonopoulos 2004). 
Positive emotions have been constructed in the interview extract as resulting from experiences of 
reward, positive evaluation, good cooperation, recognition, approval, achievement, responsibility, 
authority, learning, and as –partly- associated with productivity and socialization (sharing of ex-
perience). These findings are aligned with Fredricson’s theory of positive emotions as extensively 
presented in earlier work and they set a preliminary groundwork of that theory in the organisa-
tional context.  
Piaget argues that the role of emotion is first to provide motivation for cognitive processes and 
second to assist in individual’s development. Additionally emotion organizes feelings thoughts 
and existing knowledge providing the motivation to make sense of experiences one comes across 
(Antonacopoulou and Gabriel 2001, p.10). 
Taylor (2001) argues that there can be no rationality and reason without reliance on emotions. In 
the field of adult education it was shown that a transformative learning process did not rely only 
on rationale and critical reflection. It was relied significantly on the exploitation and resolution of 
feelings (Taylor 2001, p.219). Emotional experience creates and sustains the organisational sys-
tem in its current organisational form. In that sense it is a crucial component in the possibilities 
and limitations that organisations may create towards learning (Vince 2002, p.80). 
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According to Arnold (1970), emotions have an appraisal component which directs the individual 
to accept of refuse the effect of the learning situation on self and an impulse component which 
directs the individual to move towards what is considered as good for him/her self. Besides that 
she contents that appraisal together with reflection and memories are essential to the production of 
emotion. And we may notice that these elements are also significant for learning as well (Kolb 
1985). 
From the importance of Arnold’s argument on appraisal it seems that Arnold synclines with the 
cognitive view of emotions. With the same cognitive focus researchers agree that the emotional 
state occurring during a learning process, together with other cognitive dimensions of appraisal 
informs the individual to approach or to avoid the learning process. Antonacopoulou and Gabriel 
(2001), argue that emotion is affected by the way an individual interprets a situation. The interpre-
tation and judgment are guided by one’s knowledge, values and beliefs as well as by prior emo-
tional state and mood. This informs that the interpretation and judgment of a situation in the form 
of an appraisal may lead to an emotion. This emotion can be either positive or negative. 
Frijda (1994) argues that a positive appraisal of a learning process means for the individual a liked 
situation and creates for the individual a tendency to approach the learning process. This also 
means that the person sees well for self and believes he/she can cope with that learning process 
satisfactorily (Frijda 1994). Defining that emotion embraces cognition, Izard (1994), argues that it 
becomes difficult to separate cognition as cause from cognition as consequence. Thus Frijda in-
forms that when a primary cognitive appraisal of a learning approach is positive, the person fur-
ther evaluates other dimensions of appraisal. These are the person’s understanding of the pleas-
antness of the situation, the level of the person’s attention, the relevance of the situation to per-
sonal goals, the compatibility of the situation with the social or organisational context and the per-
son’s ability to cope with the process satisfactorily.  
The inference we make is that the person stays positively involved in the learning process as long 
as he/she evaluates positively all of these dimensions of appraisal. After the evaluation of all the 
dimensions of cognitive appraisal, the appraisal becomes the felt emotion. When the evaluation of 
all the dimensions is positive, the appraisal becomes the positive felt emotion. This is empirically 
supported by our previous work on experiences linked to positive emotions, where we have been 
informed by our interview extracts that job recognition, good job evaluation from supervisor, etc, 
playing the role of positive appraisals are strongly linked to the creation of positive emotions.  
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Frijda (1994) suggests that the positive appraisal creates a strong cognitive experience to the indi-
vidual and results in a positive emotion. The felt positive emotion further facilitates this cognitive 
experience and helps to keep cognitive functions continue. In a similar way, Fredrickson (1998, 
2000 and 2003), speaks about the ability of positive emotions to create an upward spiral that in-
creases cognitive flexibility and again result in the creation of more positive emotions. 
We have seen that emotions are inside the organisations. We have been informed that learning is a 
cognitive process and a social process. We have been informed that the social organisational 
structures are affected by emotions and are producing emotions. We have seen how the cognitive 
appraisal of a learning process works and what a liked situation means to the individual and how a 
holistic positive appraisal becomes the felt positive emotion.  
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CHAPTER 5 –RESEARCH QUESTION AND HYPOTHESIS 
It is was a matter of this study to take advantage of further exploratory and analytic research to 
check the conjecture that positive emotions facilitate learning in organisations.  The hypothesis we 
have made was that people experienced positive emotions prior of a learning event were more 
probable to experience positive emotions also after the learning event. Additionally the hypothesis 
addressed that those people that had positive emotions prior to the event and have maintained 
these positive emotions after the learning event had also a high possibility to appraise positive the 
three dimensions of appraisal of the learning event: pleasantness of the event, relevance to per-
sonal goals, and coping ability. 
Thus the hypothesis was that people experienced positive emotions prior of the learning event 
would have evaluated and appraised more positively the learning event. The independent vari-
ables in our experiment were the film projection and the learning event and the dependent were 
the emotions.  
As the question has not been researched empirically we believed that a structured research was 
suitable in order to get some wider empirically tested indications about the possible positive corre-
lations of positive emotions and learning. Thus we designed an experiment to test the experimen-
tal hypothesis that people will respond positive towards a learning activity when they feel positive 
emotions. 
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CHAPTER 6 - RESEARCH DESIGN 
Towards an analytic survey and experimental design 
As a piece of exploratory research, the study had the objective to isolate key variables and rela-
tionships for further examination, to gain insight for developing an approach to the problem and to 
establish priorities for future research. Exploratory research will be a continuous need as it also 
helps to understand findings from descriptive or causal research. 
As a piece of causal research, it had the objective to understand which variables were the cause 
(independent variables) and which variables (dependent variables) were the effects of a phenome-
non. Additionally it had the objective to determine the nature of the relationship between the in-
dependent variable and the effect to be predicted (Malhotra 1999, p.102) 
As a longitudinal design a fixed sample was measured repeatedly. This design differs from the 
cross-sectional in that the sample remains the same over time. This design provides an in-depth 
view of the situations and the changes that take place as it has the ability to detect change because 
of many measurements of the same variables to the same sample. Besides, this was actually our 
objective. Apart of the ability to detect change, longitudinal designs have the ability to generate 
bigger amounts of data as well as tend to be more accurate than cross-sectional designs. On the 
other hand, they are more open to response biases and to questions about representative sampling.  
Besides, the design was a cohort analysis. A cohort analysis consists of a series of surveys con-
ducted at appropriate time intervals, where the cohort – that is a group of participants who experi-
ence the same event at the same time interval -, serves as the basic unit of analysis. (Oppenheim 
2003, p.34)  
Survey and Experiment 
In a sense that we have tried to induce a positive emotional state in the beginning of the learning 
process we could say that we have run a simple experiment. Additionally the learning process it-
self was a pilot to see the first reactions of people in relation to the learning endeavour. What do 
we mean? We took advantage of a pilot project of the organisation, concerning a new way of or-
der taking by the usage of new hardware and software. The project was about to start later on 
time, however we have decided for the present study to run a pilot training program in advance. In 
that way the whole process was an experiment. However, we have also followed a survey method 
of collecting material. This was chosen to invigorate and to liven up the experimental process, as 
well as to allow us collect data easily and quickly.  
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Experiments according to Oppenheim (2003) can live together with surveys in an analytic re-
search design. ‘ many research designs have employed surveys and experiments at different stages 
using the result of the one to inform and refine the other, and so producing conclusions that are 
both precise and representative’ (Oppenheim 2003, p.12). 
We have tried to keep the flexibility of the experimental process in manipulating the important 
variables and make events happen, while at the same time seek ‘more for associations and expla-
nations and less for description and enumeration’ (Oppenheim 2003, p.21). Besides, generalisa-
tion, and representativeness are coming after explanatory power and prediction, as we have called 
up in a critical realist stance. 
5 steps in the design of the process 
(The steps and their rationale) 
MAP OF PHASE 1 
→ Projection of a film scene. 
→ Panas-x (questionnaire A) 
→ Learning event 
→ Panas-x (questionnaire B)  
MAP OF PHASE 2 
→ Learning appraisal other dimensions (questionnaire C) 
Introduction 
Our intention was to start by monitoring the emotional state prior of the learning event. But we 
wanted to have most subjects starting by feeling positive emotions. Thus, in order to demonstrate 
that the results were due to the independent variable selected we have tried to induce people in a 
positive emotional state in the beginning of the experiment. This has happened with the projection 
of a film scene which sole objective was to induce positive emotional state to the participants of 
the study. We believed that this action had increased significantly the number of people who re-
ported positive emotional state, in the positive and negative affect scale (PANAS) questionnaire 
that was handed out immediately afterwards.   
For mapping the emotional state at the end of the film scene projection and prior to the learning 
event we have used the PANAS-x version questionnaire with which we have chosen to research 
40 items. After the completion of this questionnaire (A), the respondents had participated in the 
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learning event. After the completion of the learning event the participants had to complete again 
the PANAS-x questionnaire (B). After that they had to complete the Learning appraisal other di-
mensions questionnaire (C). 
In questionnaire (C), we chose to use attitude statements in rating scales in order to get the per-
sonal impressions and the attitudes in subjective (from the point of view of the individual) terms 
(Oppenheim 2003, p.234). For the rating we have used the Likert scaling method for all of the 
questionnaires. 
The learning questionnaire was consisting of twenty-one propositions and statements. The first 
three propositions were not actually attitude statements. We have used them in order to demon-
strate a more objective (of course replies were subjective) feeling to the questionnaire, since we 
were asking about the extend respondents expectations for the learning activity had been met, and 
about the overall impression and structure of the learning activity. However those questions were 
also giving reading to the pleasantness of the situation for the participants. The next eighteen 
statements were attitude statements. They have been chosen with a factor analysis from a list of 
thirty statements as the most representative for the study. 
The question we had in designing the whole process of the experiment was either to use the 
‘learning process appraisal’ questionnaire immediately after the learning process or to use the 
PANAS-X questionnaire and after that the learning appraisal questionnaire. i.e.: 
a. PANAS-x phase one Æ Learning event Æ Learning Appraisal questionnaire Æ PANAS-x 
phase two,  
Or: 
b. PANAS-x phase one Æ Learning event Æ PANAS-x phase two ÆLearning Appraisal ques-
tionnaire.  
We have chosen to use design b, due to the exclusion of design a, because the participants could 
have easily included in their responses -in PANAS-x phase two-, not only the learning event but 
also the appraisal process [per se] of the event. This could have resulted in a big bias which we 
wanted to avoid. On the other side, with design b, -which we have followed- one could say that 
we were risking getting irrelevant answers in PANAS-x second phase in relation to the answers 
given in the learning appraisal questionnaire. Let us explain why:  
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As the emotion created after a learning event comprises the appraisal of the event, we normally 
expect to have a match of the emotional state that the participants bear with their responses of ap-
praisal for this event. If this match could not have been established then the study could not have 
shown respectful results. However, the results have shown that there is a correlation in cases 
where positive emotional states were present with positive appraisal of the learning event in the 
other dimensions of appraisal. 
Film used 
The film ‘love actually’ (Appendix 5) was used to elicit emotions. Informed by a research project 
with a set of 13 emotion- eliciting films used by Hagemann et all (1999), in an assessment of af-
fective reactivity using films, we chose to use a new film that we believed it was the most appro-
priate to induce mainly positive emotions. Due to the fact that the film’s ability to elicit emotions 
has never tested before, we had to run a pre-research test against a pilot sample. The results 
proved that it is significantly able to induce positive emotions of joy, attentiveness, self assurance 
and love.  
Rationale behind choosing a film 
We had the alternative to use slides, or facial muscle movements’ videos, as an emotion eliciting 
procedure. The imagery projection was also considered. In the latter method, pictures are rated by 
the participants as more or less interesting. The more interesting are also more arousing and emo-
tionally strong (either positive or negative). Emotions are therefore linked with this manipulation 
of attention (Robinson 2000). Listening to the music could also produce the same aptitude.  
However, a movie projection combines many elements. It attracts attention and interest combining 
the visual, the auditory, the role playing – participation effect, and the memory and past experi-
ences elements, in order to arouse emotionally the participants. Film use has the advantage of easy 
standardisation and according to Hagemann (1999), does not require deception or specific ‘S’ 
populations. Additionally there have been studies that have prove that films have the capacity to 
induce distinct positive and negative emotions (Philippot 1993) and others which evidence that 
films have also the capacity to elicit emotions of higher intensity(Julien and Over 1988). 
Thus we have decided to use a film and that decision was supported by the fact that a film is more 
appropriate to provoke immediate, -of the current moment-, distinct, as well as with different va-
lence emotions, elements which the PANAS –x questionnaire is designed to record. 
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Learning process 
We have designed the training and the learning process in every aspect comprising of availability 
of new hardware for everyone, proper installation of software and sales fundamentals (like as-
sortment per customer, shelf space, and daily routes) and we have prepared an analytic presenta-
tion. The learning process took place in a normal working day thus the salespersons were not 
obliged to lose an evening or even a non-working day which is usually Saturday. Thus, they did 
not have a conflict for wasting their personal or family time. 
The presenter was the ECR (Efficient consumer response) manager of the organisation, who was 
responsible of delivering sales training and IT sales related training to the sales force. He was also 
responsible for all the CPR (continuous products replenishment) programs that the company 
maintained with its customers. He had a sales and commercial profile as he has been involved and 
worked in the field sales department and in sales administration department for some years. We 
could say that he was catholically respectful and recognized by the sales force for his technical 
knowledge as well as for his character and professionalism.  
Trying to minimize other variables 
The learning event and the training was about to start officially in a couple of months. We have 
informed the participants that we were going to run a pre-learning programme, prior to the official 
learning schedule of next year. The participation was voluntarily but each one had to confirm 
his/her presence two weeks in advance. The whole learning event and process has been character-
ized as an informal one and the invitations we have sent had an unofficial style. 
In that way the participants had given the chance in that experiment (they did not know it was an 
experiment), to be pre-exposed in the learning event without having the anxiety and the level of 
obligation they would normally had demonstrated under an official training programme. How-
ever, the learning process took place exactly in the same format, content, and context as the offi-
cial one that was about to follow. This was important as we did not want to sacrifice any reaction 
and observation because of an unprepared learning event. 
As the ECR person -that has helped with the presentation- said : ‘the participants had participated 
in a learning assimilation experimental process’.  
Attempt for inducing confidentiality  
We have tried a technique that we have tested in earlier research in MBA courses in order to give 
the participants a bigger sense of control over the anonymity of the questionnaire process. This 
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was actually a way to demonstrate apart from the written and oral statement about anonymity the 
commitment of keeping all personal data confidential. The process was administered as follows: 
We have distributed eleven small white papers one to every participant, in order to let them the 
control the anonymity of the questionnaires. On each small paper they had to write a code name or 
a four digit number in order to give an identity (id) to their questionnaires. The code name or the 
four digit number was never made evident to us. They had to use this private code or name in 
marking every questionnaire they were completing. In the beginning of the process and after the 
film scene projection they had given the option either to keep the small papers for remembering 
their codes or to give them all to one of their colleagues for keeping them secure for them as a ref-
erence if someone had to recollect his/her code. 
They all said that they would like to keep the small papers themselves and they would not lose 
them until the end of the process. This was actually done and everybody carried out the whole 
questionnaire id process as initially requested by writing the same codes or names in all of the 
questionnaires. At the end of the process, it was impressive the fact that everybody left the small 
papers on the table, while during the process everyone was keeping those papers secretly in their 
hands or in their pockets. This partly shows, we had a good chance that they had believed in the 
anonymity of the study and in the independency between researcher’s study interests and the re-
searcher’s role in the organisation. 
Causality  
The inability of developing a perfect closed system for experimentation in social sciences has af-
fected the causal attributions capable for verification and generalisation in this study. Therefore, 
we did not expect to find easily causes. We have certainly observed associations which however 
were not necessarily causes.  
The true cause of a phenomenon is usually based upon mechanisms that are not present in the sur-
face. The linearity of natural sciences as far as concerning measurement cannot be employed with 
confidence (with the colloquial use of the word) in the social sciences, where men and society and 
material unobservable structures are the protagonists in a socially constructed social ‘reality’. The 
establishment of causality is in identifying tendencies of things to occur and not in identifying 
regular repetitive patterns of events. Thus, any possible statistical analysis made, contains implicit 
assumptions about causal links and causal processes. Based on these results and on the explana-
tory power of the theories involved, we have tried to analyse the structures and mechanisms of the 
theoretical framework. 
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The sample group construction and size 
The population from which the sample was taken was the sales force of the company Food Co for 
the national market. The target population was 15 sales persons. The intention was to make the 
study in the total target population of the sales force, but we had the absence of 4 people who did 
not manage to be on time in the learning process therefore we decided not to include them at a 
later stage due to the induction of bias in the study. Thus, the final sample was 11 people who 
willingly had participated throughout the study.  
It was necessary that for this study we had to deal with some qualitative elements in deciding the 
sample size. The importance of the decision was the first one. It is usually necessary for decisions 
that are more important as was in our case, more information was necessary and more precision 
was necessary. You could say that we could have taken the alternative to use other learning proc-
esses with other samples to test the hypothesis using a cross-sectional design which could have 
give us better insight of the issues under investigation. However, we decided to use one learning 
process (the new ordering system) as the research study at this stage was also exploratory, and 
with this in mind, even one learning process with a sample of 11 people could have easily pro-
vided information. The research was also descriptive, but at the extend that the variables were 
only two, the population was small, and the validity of the instruments used was high, we could 
agree that for the specific study the sample size was appropriate.  
Of course due to time and availability constrains we did not decide the alternative use of another 
learning process related to a bigger sample, or to use many other learning processes each related 
to smaller samples. Besides, we did not have problems with incidence rate as we have chosen a 
learning process generated by, within the organisation, and in which people were invited and they 
had to participate (Malhotra 1993).  
Source of error  
The research was free of sampling errors and free from non-sampling errors. As far as concerning 
non-sampling errors, we believed that the only area that needed attention was the response errors 
that are usually errors made by the respondents embodying inability or unwillingness in answer-
ing. Usually in most experiments, we have two sources of error (Petrakis 1999). The first is the 
respondents themselves. The second source of error is the interviewer. In this study, we have tried 
to convince the participants that we were interested in their true opinions and in their unbiased 
responses. We repeated many times that there was no good answer for the sake of the researcher, 
and there was not an appropriate answer or a correct one. We have made explicitly clear that they 
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were taking part in two unrelated studies one for emotions and one for learning and thus they 
could not find a specific association and a pattern of behaviour for their responses. Although eve-
ryone had agreed in this, it was clear that some participants were trying to guess the objective of 
the study. However, the structure and the content of the research instruments were such that no 
one could have easily identified a pattern of answering according to the objectives of the study. 
Subsequently even if they wanted to agree with the objectives of the study, they could not have 
done so, unless they knew the instruments design and the conceptual framework in detail.   
The design and implementation of research instruments 
Questionnaire for mapping and measuring emotional state 
The Panas – x inventory about measurement of Positive and Negative affect was used. PANAS – 
x questionnaire was developed by David Watson and Anna Clark in 1994. It was designed to 
measure positive affects and negative affects as these are the dominant dimensions of emotional 
experience. These factors have been identified in both intra and inter individual analyses and they 
emerged consistently across diverse descriptor sets, time frames, response formats, languages, and 
cultures (Watson and Clark 1999, p.1). The original PANAS questionnaire measures 10 positive 
affect and 10 negative affective states, which give reading to the higher level that reflects the va-
lence of the emotional state. Additionally two lower level areas were added later, giving reading 
to the distinctive qualities of the individual affects and reflect the affects specific content. Thus in 
order to access these specific emotional states PANAS-x was developed which measured a total of 
60 affective items (Appendix 6). We have selected only 40 of those that were mostly related to 
our study and that corresponded to specific positive and negative emotions as well as to the gen-
eral scales of positive and negative affect. In the analysis of the findings we have used only the 
items measuring the distinct and specific positive or negative emotions (Appendix 2). 
Questionnaire for mapping and measuring the appraisal of the learning event 
We have been informed by theory about the additional cognitive dimensions of appraisal - apart 
of the emotions- of a situation. We have developed a list of statements that corresponded and were 
giving readings to three additional dimensions of appraisal. The statements have been detracted to 
21 out of an initial 65 that were tested. In order to do that we have followed a pilot test with 8 
managers from the sales department who have been informed extensively for the learning activity, 
and with 3 colleagues. They had to answer the questionnaire ( C ) each having in mind a learning 
activity that each has been through and then they had to comment on each question translating the 
phrases and statements into like/dislike whatever the statement was about (Oppenheim 2003, 
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p.183). When a statement was not so clear or it was too vague we were withdrawing it from the 
questionnaire.  
The results from this analysis ended up to the 21 statements that had a clear reading (above the 
average) in the 3 dimensions of appraisal, and which at the same time were most clear and spe-
cific. In that way we have managed to establish validity and reliability for the instrument.  
The questionnaires scale 
We used a table with 40 items –words and phrases that describe different feelings and emotions. 
The participants had to mark their appropriate answer using a Likert scaling method from 1 to 5. 
We have asked the participants to indicate at what extent they were feeling this way (as per the 
items mentioned) at that specific moment. The Likert scale was the following: 
PANAS – X (questionnaires A and B) 
 
1 = very slightly 
or not at all 
2 = a little 
 
3 = moderately 
 
4 = Quite a bit 
 
5= extremely 
 
 
The full questionnaires A and B and the measurements of each specific item to the specific emo-
tion and to the basic emotional scales are presented in Appendices 1 and 2 respectively. The ques-
tionnaire C was about the appraisal of the other dimensions of appraisal of the learning event. 
(Appendix 3 and 4) 
We have used a list of 21 statements which were giving readings on the following three dimen-
sions of appraisal:  
→ Pleasantness of the situation 
→ Relevance of the situation to personal goals 
→ Ability to cope 
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We have also used a Likert scale to mark these results: 
Learning appraisal (questionnaire C) 
 
Questions 1-17 
1 = very slightly 
or not at all 
2 = a little 
 
3 = moderately 
 
4 = Quite a bit 
 
5= extremely 
 
Questions 18-21 
1 = Strongly dis-
agree 2 = disagree 
3 = neither agree   
nor disagree 4 = agree 5= strongly agree 
 
Scores of questions 7 and 18 have been reversed as higher markings from the participants in those 
questions have actually meant negative conformance. 
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CHAPTER 7 – ANALYSIS AND FINDINGS 
The same people were used for all of the experimental conditions. So, the design was a related or 
a within-subjects design. The ‘comparison took place within the same group of subjects and the 
scores from each subject been related’ (Green and Oliveira 2001, p.17). 
In order to decide if the null hypothesis could have been accepted or not we have used the follow-
ing decision rule in a 0.05 significance level (95% confidence interval): If p<0.05 then the null 
hypothesis was rejected. 
Phase 1: (film Æ PANAS-x (A) Æ Learning event Æ PANAS-x (B) 
The dependent variable of the first part of the study was the emotion. We have allocated the par-
ticipants in two basic unrelated experimental conditions both representing each of the independent 
variables (film projection or before learning and learning event) both of which used to manipulate 
the dependent variable. The use of the film as the initial experimental condition - which however 
was used only for the induction of positive emotions to people entering the learning event -was 
establishing the first condition a-pos. and a-neg., and the learning event was establishing the sec-
ond condition b-pos. and b-neg.  
Therefore, the true experimental pairs of conditions that emerged were two. One was: people feel-
ing positive emotions in entering the learning event (condition a-pos.) and people feeling positive 
emotions in leaving the learning event (condition b-pos.). The other was: people feeling negative 
emotions in entering the learning event (condition a-neg.) and people feeling negative emotions in 
leaving the learning event (condition b-neg.).  
Those conditions affected the dependent variable (emotions) which we wanted to know how it 
was affected after the learning event. The prediction we have made was that a person having posi-
tive emotions before the learning event was more possible to maintain these positive emotions af-
ter the learning event (Pair2). Additionally a person having negative emotions before the learning 
event was more possible to maintain these negative emotions after the event (Pair1). The same 
subjects were doing both conditions.  
Phase 2: Learning event appraisal questionnaire (C) 
How did the persons that started with positive emotions before the learning event, and continued 
with positive emotions after the learning event, score on the other dimensions of appraisal? 
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At this second stage of the study we have predicted that people that had positive emotions after 
the learning event would score positively on the other three dimensions of appraisal i.e.: pleasant-
ness of the situation, ability to cope, relevance of the situation to personal goals and compatibility 
of the situation with organisational context. 
Consequently, as we were interested in explaining positive emotions effect -after the learning 
event- from the various dimensions of appraisal, we had to examine one condition, which consid-
ered only the people feeling positive emotions after the learning event - and who were feeling 
positive emotions prior to the learning event. In this case, the dependent variable was the positive 
emotions felt after the learning event and the independents were the three dimensions of appraisal. 
If a person was feeling positive emotions after the learning event and had also scored positively 
on the three dimensions of appraisal, then this indicated that the hypothesis was valid.  
Phase 1 – Tests performed  
As each subject was measured two times one in the set (a) and one in the set (b), we have used the 
t-test for correlated samples for the reason that the two sets of measures were arranged in pairs 
and therefore were potentially correlated. The only requirement of the correlated samples design 
is to have each item in sample (a) intrinsically linked with a corresponding item in sample (b).  
We have used the t-test due to its capacity of removing the extraneous effects of pre-existing indi-
vidual’s differences. We could have used two different independent samples so that one could 
have entered the learning event with negative emotions and the other could have entered the learn-
ing event with positive emotions. However, even if the different emotional states do have different 
effects in reality to the learning event and the emotions generated afterwards, that difference could 
have been dematerialized by the existing individual differences among people participating. Dif-
ferences in people like motivation for the particular task, anxiety in the organisational environ-
ment, and level of understanding, are some of the indications for variability. Besides, with the de-
sign we have followed we have managed to have two correlated samples, thus keeping effects 
from such differences at the minimum. With that design, we have tested all subjects in both condi-
tions, then we focused on the differences between the two measures for each subject and we de-
veloped matched pairs. Pair 1 was those subjects who had reported negative emotions before and 
after the learning event. Pair 2 was those subjects who had reported positive emotions before and 
after the learning event. Eventually then we focused on the differences between the two measures 
for each pair.  
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The value of t for the df = 10 of the current study for the significance level of 0.05 for one- tailed 
test was significant if it was equal to or larger than the critical value of 1.812.  
As a parametric test, t test satisfied three assumptions: The First was that the values of Difference 
have randomly drawn from the source population - (since we actually dealt with the differences 
between the conditions, there was only one sample. The variable in this single sample is symbol-
ized as D). The Second was that the sample could reasonably suppose to have a normal distribu-
tion and the Third was that the scale of measurement had the properties of an equal interval scale. 
Additionally we have done a Regression and a one-way ANOVA test analysis to see the coeffi-
cients r and r² as well as the significance levels. The primary measure was the correlation coeffi-
cient, which is represented with the letter r. It takes values from r=+1 (perfect positive correlation) 
to r=-1 (perfect negative correlation). 
Apart of the correlation coefficient, that shows the positive or negative direction of correlation, 
the coefficient of determination r² provides an equal interval and ratio scale measure of the 
strength of the correlation. The regression (correlation) coefficient tables display a test of signifi-
cance of the independent variables by testing the following hypothesis. Ho: S1=0, Ha: S1 ≠0.  
R demonstrates the direction of correlation and should have a value between +1 for positive corre-
lation and -1 for negative correlation. R² demonstrates the strength of the correlation and can only 
have positive values ranging from +1 for a complete positive or negative correlation down to 0 for 
the absence of correlation. 
The important thing we looked at, was the significance level, which showed if we could accept or 
reject the null hypothesis. If the sig. was below 0.05significance level, which was the 95% level of 
confidence, then we might have rejected the null hypothesis. If the sig. was higher than 0.05 we 
should have accepted the null hypothesis that was the two conditions were irrelevant.  
Ho: S1=S2=0 (S1 = 1st stage, S2 = 2nd stage) and Ha: Ho is not true. 
In ANOVA tables, the value of sig. informed if we could have rejected or accepted the null hy-
pothesis Ho which was Ho: S1=S2=0 (S1 = 1st condition, S2 = 2nd condition) and Ha: Ho was not 
true.  
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Phase 2 – Tests performed 
At the second phase, we have used again the regression and the ANOVA tests.  
Phase 1 
Table 1: T-Test 
 
In pair 2 of positive emotion before and after the correlation r was respectively high 0.651, while 
sig. was smaller than the significance level. Sig. = 0.030 < 0.050. Additionally the value of t was 
significant because it was larger: 2.210 than the critical value 1.812 for df 10 and significance 
level of 0.05. t=2.210>1.812 therefore a relation existed between the two sets of measure (a) and 
(b) (positive emotions before and after) in pair 2 and we have rejected the null hypothesis Ho. 
For Pair 1 we observed that correlation r-value was rather small r=0.399 and sig. much higher 
than the significance level sig. =0.225>0.05. For pair 1 the t value was negative, thus we accepted 
the Ho that the two conditions were irrelevant.  
Paired Samples Statistics
,3045 11 ,09207 ,02776
,3455 11 ,12836 ,03870
,6691 11 ,13126 ,03958
,6000 11 ,11419 ,03443
aneg_avr
bneg_avr
Pair
1
apos_avr
bpos_avr
Pair
2
Mean N Std. Deviation
Std. Error
Mean
Paired Samples Correlations
11 ,399 ,225
11 ,651 ,030
aneg_avr & bneg_avrPair 1
apos_avr & bpos_avrPair 2
N Correlation Sig.
Paired Samples Test
-,04091 ,12464 ,03758 -,12464 ,04282 -1,089 10 ,302
,06909 ,10368 ,03126 -,00056 ,13874 2,210 10 ,052
aneg_avr - bneg_avrPair 1
apos_avr - bpos_avrPair 2
Mean Std. Deviation
Std. Error
Mean Lower Upper
95% Confidence
Interval of the
Difference
Paired Differences
t df Sig. (2-tailed)
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From the ANOVA tables 2 and 3 below we noticed that in the case of positive emotions (condi-
tion a-pos/b-pos) the total correlation was much stronger r²= 0.424 than the total correlation for 
condition a-neg/ b-neg, r²=0.159. However, in both cases r² did not indicate a very strong correla-
tion. 
 
Table 2 : Regression (Condition a-pos / b-pos) 
 
 
 
 
 
 
Model Summary
,651a ,424 ,360 ,10501
Model
1
R R Square
Adjusted
R Square
Std. Error of
the Estimate
Predictors: (Constant), bpos_avra. 
ANOVAb
,073 1 ,073 6,625 ,030a
,099 9 ,011
,172 10
Regression
Residual
Total
Model
1
Sum of
Squares df Mean Square F Sig.
Predictors: (Constant), bpos_avra. 
Dependent Variable: apos_avrb. 
Coefficientsa
,220 ,177 1,241 ,246
,748 ,291 ,651 2,574 ,030
(Constant)
bpos_avr
Model
1
B Std. Error
Unstandardized
Coefficients
Beta
Standardized
Coefficients
t Sig.
Dependent Variable: apos_avra. 
Variables Entered/Removedb
bpos_avra . Enter
Model
1
Variables
Entered
Variables
Removed Method
All requested variables entered.a. 
Dependent Variable: apos_avrb. 
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Table 3 : Regression (condition a-neg / b-neg) 
 
 
 
 
Phase 2 
From the regression analysis below in the tables 4, and 5, we have noticed that those people who 
felt positive emotions after the learning event it were probable to have evaluated positively the 
pleasantness of the situation dimension. The positive correlation was 0.652 > 0.05level of signifi-
cance. The sig. was 0.03<0.05, thus the Ho was rejected. 
The dimension of relevance of the situation to personal goals had also a positive correlation. R 
was 0.618 while r² was smaller than the previous case –indicated a rather week overall correlation 
r²=0.382. The sig. was 0.043<0.05, and allowed us to reject the Ho.  
Variables Entered/Removedb
bneg_avra . Enter
Model
1
Variables
Entered
Variables
Removed Method
All requested variables entered.a. 
Dependent Variable: aneg_avrb. 
Model Summary
,399a ,159 ,065 ,08901
Model
1
R R Square
Adjusted
R Square
Std. Error of
the Estimate
Predictors: (Constant), bneg_avra. 
ANOVAb
,013 1 ,013 1,699 ,225a
,071 9 ,008
,085 10
Regression
Residual
Total
Model
1
Sum of
Squares df Mean Square F Sig.
Predictors: (Constant), bneg_avra. 
Dependent Variable: aneg_avrb. 
Coefficientsa
,206 ,080 2,561 ,031
,286 ,219 ,399 1,304 ,225
(Constant)
bneg_avr
Model
1
B Std. Error
Unstandardized
Coefficients
Beta
Standardized
Coefficients
t Sig.
Dependent Variable: aneg_avra. 
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On the contrary, we did not outline a correlation of positive emotions with the ability to cope, di-
mension in table 6. 
For ability to cope the positive correlation was r=0.425 and r²=0.181 that signified a very small 
overall correlation. The sig. was 0.192>0.05 therefore we did not accept the Ho and we under-
stood that the two values were irrelevant.  
Table 4 : Regression – pleasantness of the situation 
 
 
 
 
  
Variables Entered/Removedb
pleasanta . Enter
Model
1
Variables
Entered
Variables
Removed Method
All requested variables entered.a. 
Dependent Variable: bpos_avr_db. 
Model Summary
,652a ,425 ,361 ,373
Model
1
R R Square
Adjusted
R Square
Std. Error of
the Estimate
Predictors: (Constant), pleasanta. 
ANOVAb
,927 1 ,927 6,655 ,030a
1,254 9 ,139
2,182 10
Regression
Residual
Total
Model
1
Sum of
Squares df Mean Square F Sig.
Predictors: (Constant), pleasanta. 
Dependent Variable: bpos_avr_db. 
Coefficientsa
-,582 ,520 -1,120 ,292
,086 ,033 ,652 2,580 ,030
(Constant)
pleasant
Model
1
B Std. Error
Unstandardized
Coefficients
Beta
Standardized
Coefficients
t Sig.
Dependent Variable: bpos_avr_da. 
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Table 5 : Regression – relevance of the situation to personal goals 
 
 
 
 
  
Variables Entered/Removedb
relevancea . Enter
Model
1
Variables
Entered
Variables
Removed Method
All requested variables entered.a. 
Dependent Variable: bpos_avr_db. 
Model Summary
,618a ,382 ,314 ,387
Model
1
R R Square
Adjusted
R Square
Std. Error of
the Estimate
Predictors: (Constant), relevancea. 
ANOVAb
,834 1 ,834 5,573 ,043a
1,347 9 ,150
2,182 10
Regression
Residual
Total
Model
1
Sum of
Squares df Mean Square F Sig.
Predictors: (Constant), relevancea. 
Dependent Variable: bpos_avr_db. 
Coefficientsa
-,155 ,391 -,395 ,702
,040 ,017 ,618 2,361 ,043
(Constant)
relevance
Model
1
B Std. Error
Unstandardized
Coefficients
Beta
Standardized
Coefficients
t Sig.
Dependent Variable: bpos_avr_da. 
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Table 6 : Regression - ability to cope 
 
 
 
 
Variables Entered/Removedb
abilitya . Enter
Model
1
Variables
Entered
Variables
Removed Method
All requested variables entered.a. 
Dependent Variable: bpos_avr_db. 
Model Summary
,425a ,181 ,090 ,446
Model
1
R R Square
Adjusted
R Square
Std. Error of
the Estimate
Predictors: (Constant), abilitya. 
ANOVAb
,394 1 ,394 1,986 ,192a
1,787 9 ,199
2,182 10
Regression
Residual
Total
Model
1
Sum of
Squares df Mean Square F Sig.
Predictors: (Constant), abilitya. 
Dependent Variable: bpos_avr_db. 
Coefficientsa
-,606 ,956 -,634 ,542
,061 ,043 ,425 1,409 ,192
(Constant)
ability
Model
1
B Std. Error
Unstandardized
Coefficients
Beta
Standardized
Coefficients
t Sig.
Dependent Variable: bpos_avr_da. 
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CHAPTER 8 – Revised Conceptual Framework and Identifica-
tion of Further Research Questions) 
The research findings were supportive of the experimental hypothesis that those who enter in the 
learning process feeling positive emotions continue to feel positive emotions after the learning 
event. The theoretical inferences presented earlier, and tested in this study have been partly sup-
ported by the findings.  
In the first part of the research, findings as presented have established positive correlations in sub-
jects that started with positive emotions before the learning event and had positive emotions after 
the learning event. The same was not true for those subjects that started with negative emotions.   
In the second part of the research, a positive correlation emerged in subjects who felt positive 
emotions after the learning event, with the dimensions of relevance of situation to personal goals 
and pleasantness of the situation. Subjects feeling positive emotions see the learning situation as 
relevant to personal goals, and mark the learning event as a pleasant situation. 
On the contrary, the dimension of coping seems that cannot explain the positive emotions gener-
ated after the learning event, thus it is negatively correlated. Subjects feeling positive emotions do 
not necessarily believe that they can cope easily with the learning situation or believe that the 
learning task is not an easy task to follow. 
This indication seems logical in a sense that ability to cope could be related more to the after ap-
praisal of the event. It may be possible to experience positive emotions, feel the event as a pleas-
ant situation and feel it as relevant to your personal goals. Thus, you are motivated to approach 
the event. However, in order to really learn and to make the learning a strong possession and skill, 
one need to further re-evaluate his/her coping abilities in dealing with the situation for the future. 
In that sense, coping ability, related to the change that the learning brings, is similar to the practi-
cal application of the learning endeavour. Another thing that may have affected this area is the 
unknown future and the unknown character of the new learning as a change in life per se. In that 
sense, it is difficult for anyone to estimate easily his/her coping ability when the learning repre-
sents a change with unknown future and direction.  
In the part of the re-evaluation, trust in the organisation plays an important role in providing peo-
ple with rationale for doing new things and for following to changes. However, since the learners 
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see the situation as pleasant and relevant to them they have greater possibility to learn effectively 
if they resolve their coping ability concerns. 
An implication for future research could be to work in identifying the potential that people have 
for learning irrespectively of their willingness to enter the event and irrespectively of their evalua-
tion. 
We predict that people that start with positive emotions learn. We also predict that people that 
start with positive emotions learn better. So, the question is: ‘If and how much they have learned’ 
and moreover ‘if they have learned better than the ones started with negative emotions? 
The hidden mechanisms involved in the settings of the organisation, like trust, discipline and con-
trol, are related to the learning and changing capacities of people, and inform that the hypothesis 
of the present study could be used in more unrelated samples as well as in different and distinct as 
per their content learning events, in order to address a wider ground of future research questions. 
This nature of structures and mechanisms indicates that a sound research on the above should take 
under questioning, the ways and the priorities of learning within the organisational environment.  
However, as positive emotions build on various levels of cultural and political contexts and create 
a ‘broadening of an individual’s momentary thought-action repertoire’ and as they additionally 
appear to share the feature of building the individual’s personal resources’: physical, intellectual, 
and social, (Fredrickson 1998, p.307), it seems that they are able to overpass the mechanisms and 
structures that impinge the organisational settings.  
Thus in the revised framework (figure 4) we should consider the ability of positive emotions to 
built on personal resources that give people the ability to cope with every situation, therefore to 
overpass mechanisms of control, trust or discipline and structures of interests, intrigues and cote-
ries that form the key mechanisms within the organisational settings. 
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Figure 4 (a and b) : Revised Conceptual framework 
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Positive emotions are involved in developing capacities and coping abilities, in evaluation of the 
pleasantness of the situation, as well as in the evaluation of the situation’s relevance for one’s 
goals. They help over passing mechanisms and structures which are responsible for the different 
discourses in the organisational setting. Therefore, they provide the ability to deal effectively with 
the deeper mechanisms of trust, control and discipline and they help individuals deal with the ex-
pert power created in the organisation. 
Of course we will be holding more dependable in our assumptions of positive emotions strength, 
waiting for the questions raised above to be empirically tested and replied.  
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Appendix 1 : Panas-x (questionnaires A and B) 
The following table consists of a number of words and phrases that describe different feelings and emotions. Read 
each item and then mark the appropriate answer using the scale 1 up to 5.  
Indicate to what extent you feel this way right now.  Use the following scale to record your answers: 
1 = very slightly 
or not at all 
2 = a little 
 
3 = moderately 
 
4 = Quite a bit 
 
5= extremely 
 
All of the answers are confidential and anonymous 
 
                                                                          Mark with a circle or tic your answer  
 
very 
slightly or 
not at all 
a little moderately quite a bit extremely 
1. Cheerful 1 2 3 4 5 
2. Disgusted 1 2 3 4 5 
3. Attentive 1 2 3 4 5 
4. Daring 1 2 3 4 5 
5. Strong 1 2 3 4 5 
6. Scornful 1 2 3 4 5 
7. Irritable 1 2 3 4 5 
8. Delighted 1 2 3 4 5 
9. Inspired 1 2 3 4 5 
10. Fearless 1 2 3 4 5 
11. Sad 1 2 3 4 5 
12. Afraid 1 2 3 4 5 
13. Shaky 1 2 3 4 5 
14. Happy 1 2 3 4 5 
15. Alone 1 2 3 4 5 
16. Alert 1 2 3 4 5 
17. Upset 1 2 3 4 5 
18. Angry 1 2 3 4 5 
19. Bold 1 2 3 4 5 
20. Blue 1 2 3 4 5 
21. Active 1 2 3 4 5 
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22. Joyful 1 2 3 4 5 
23. Nervous 1 2 3 4 5 
24. Lonely 1 2 3 4 5 
25. Excited 1 2 3 4 5 
26. Hostile 1 2 3 4 5 
27. Proud 1 2 3 4 5 
28. Jittery 1 2 3 4 5 
29. Lively 1 2 3 4 5 
30. Scared 1 2 3 4 5 
31. Enthusiastic 1 2 3 4 5 
32. Downhearted 1 2 3 4 5 
33. Distressed 1 2 3 4 5 
34. Determined 1 2 3 4 5 
35. Frightened 1 2 3 4 5 
36. Interested 1 2 3 4 5 
37. Loathing 1 2 3 4 5 
38. Confident 1 2 3 4 5 
39. Energetic 1 2 3 4 5 
40. Concentrating 1 2 3 4 5 
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Appendix 2 : Panas-x (questionnaires A and B) 
(Link of the items with specific emotional states and basic scales)  
                                                                  Specific emotional states / affects 
Greek translation English Specific Affects 
Belong to  
BASIC SCALES  
1. Ευδιάθετος 41. Cheerful Joviality Basic Positive emotions scales 
2. Αηδιασμένος 42. Disgusted Hostility Basic Negative emotion scales 
3. Προσηλωμένος 43. Attentive Attentiveness Basic Positive emotions scales 
4. Τολμηρός 44. Daring Self - Assurance Basic Positive emotions scales 
5. Δυνατός 45. Strong Self - Assurance Basic Positive emotions scales 
6. Περιφρονητικός 46. Scornful Hostility Basic Negative emotion scales 
7. Ευερέθιστος 47. Irritable Hostility Basic Negative emotion scales 
8. (Νοιώθω) απόλαυση 48. Delighted Joviality Basic Positive emotions scales 
9. Εμπνευσμένος 49. Inspired   
10. Ατρόμητος 50. Fearless Self - Assurance Basic Positive emotions scales 
11. Θλιμμένος 51. Sad Sadness Basic Negative emotion scales 
12. Φοβισμένος 52. Afraid Fear  Basic Negative emotion scales 
13. Κλονισμένος 53. Shaky Fear  Basic Negative emotion scales 
14. Ευτυχισμένος 54. Happy Joviality Basic Positive emotions scales 
15. Μόνος 55. Alone Sadness Basic Negative emotion scales 
16. Άγρυπνος - πανέτοιμος 56. Alert Attentiveness Basic Positive emotions scales 
17. Αναστατωμένος 57. Upset   
18. Θυμωμένος 58. Angry Hostility Basic Negative emotion scales 
19. Θαρραλέος  59. Bold Self - Assurance Basic Positive emotions scales 
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20. Άκεφος - μελαγχολικός 60. Blue Sadness Basic Negative emotion scales 
21. Δραστήριος 61. Active   
22. Χαρούμενος  62. Joyful Joviality Basic Positive emotions scales 
23. Νευρικός 63. Nervous Fear  Basic Negative emotion scales 
24. Μοναχικός 64. Lonely Sadness Basic Negative emotion scales 
25. Συγκινημένος 65. Excited Joviality Basic Positive emotions scales 
26. Εχθρικός 66. Hostile Hostility Basic Negative emotion scales 
27. Υπερήφανος 67. Proud Self - Assurance Basic Positive emotions scales 
28. Ταραγμένος 68. Jittery Fear  Basic Negative emotion scales 
29. Ζωντανός 69. Lively Joviality Basic Positive emotions scales 
30. Τρομαγμένος 70. Scared Fear  Basic Negative emotion scales 
31. Ενθουσιώδης 71. Enthusiastic Joviality Basic Positive emotions scales 
32. Αποθαρρυμένος 72. Downhearted Sadness Basic Negative emotion scales 
33. Συντετριμμένος 73. Distressed   
34. Αποφασισμένος 74. Determined Attentiveness Basic Positive emotions scales 
35. Φοβισμένος 75. Frightened Fear  Basic Negative emotion scales 
36. Ενδιαφέρομαι 76. Interested   
37. (Νοιώθω) απέχθεια 77. Loathing Hostility Basic Negative emotion scales 
38. Βέβαιος - γεμάτος 
αυτοπεποίθηση 
78. Confident Self - Assurance Basic Positive emotions scales 
39. Ενεργητικός  79. Energetic Joviality Basic Positive emotions scales 
40. Συγκεντρωμένος  80. Concentrating Attentiveness Basic Positive emotions scales 
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Appendix 3 : Learning dimensions of appraisal (questionnaire C)  
 
The following table consists of a number of different statements about the learning event that you have participated.   
For the first 17 statements please rate the learning event choosing your preferred answer using the following scale:  
1 = very slightly or 
not at all 
2 = a little 
 
3 = moderately 
 
4 = Quite a bit 
 
5= extremely 
 
All of the answers are confidential and anonymous 
 
                                                                              Mark with a circle or tic your answer 
 
very 
slightly or 
not at all 
a little 
moder-
ately 
quite a 
bit 
extremely 
1. How much are your expectations covered from to-
day’s learning event? 
1 2 3 4 5 
2. How much did you like the overall delivery of the 
learning event? 
1 2 3 4 5 
3. How clearly all aspects were elaborated and pre-
sented? 
1 2 3 4 5 
4. This learning event / activity will make me more 
effective in my job  
1 2 3 4 5 
5. It is interesting  
1 2 3 4 5 
6. It positively attracts me 
1 2 3 4 5 
7. It looks complex 
1 2 3 4 5 
8. It is useful for my work 
1 2 3 4 5 
9. It is comprehensible 
1 2 3 4 5 
10. It gives me a competitive advantage vs my other 
colleagues in other organisations 
1 2 3 4 5 
11. It helps me to expand my professional skills 
1 2 3 4 5 
12. It will help me advance in my career 
1 2 3 4 5 
13. It is useful for me  
1 2 3 4 5 
14. It intrigues me and creates new ideas to me  
1 2 3 4 5 
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15. My experiences have helped to understand easier 
1 2 3 4 5 
16. It is something that I believe 
1 2 3 4 5 
17. The benefit for me is clear  
1 2 3 4 5 
 
The following table consists of a number of different statements about the learning event that you have participated.   
For the statements 18 up to 21, please rate the learning event choosing your preferred answer using the following scale:  
1 = Strongly disagree 2 = disagree 
3 = neither agree   
nor disagree 
4 = agree 5= strongly agree 
                                                                             Mark with a circle or tic your answer 
 
Strongly 
disagree 
disagree 
neither 
agree   
nor dis-
agree 
agree 
strongly 
agree 
18. I want first to try it in action  
1 2 3 4 5 
19. My work will show up better 
1 2 3 4 5 
20. I have much more to propose on this    
1 2 3 4 5 
21. I know well whatever is needed to cope with this 
satisfactorily  
1 2 3 4 5 
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Appendix 4 : Learning dimensions of appraisal (questionnaire C) 
(Link of the statements with the dimensions of appraisal)  
           Dimensions of appraisal 
22. How much are your expectations covered from to-
day’s learning event? 
Pleasantness of situation 
23. How much did you like the overall delivery of the 
learning event? 
Pleasantness of situation 
24. How clearly all aspects were elaborated and pre-
sented? 
Pleasantness of situation 
25. This learning event / activity will make me more 
effective in my job  
Relevance of the situation to personal Goals 
26. It is interesting  
Pleasantness of situation 
27. It positively attracts me 
Pleasantness of situation 
28. It looks complex (Ratings INVERSION) 
Ability to cope 
29. It is useful for my work 
Relevance of the situation to personal Goals 
30. It is comprehensible 
Ability to cope 
31. It gives me a competitive advantage vs my other 
colleagues in other organisations 
Relevance of the situation to personal Goals 
32. It helps me to expand my professional skills 
Relevance of the situation to personal Goals 
33. It will help me to advance in my career 
NOT USED IN THE ANALYSIS 
34. It is useful for me  
Ability to cope 
35. It intrigues me and creates new ideas to me  
Relevance of the situation to personal Goals 
36. My experiences have helped to understand easier 
Ability to cope 
37. It is something that I believe 
Ability to cope 
38. The benefit for me is clear  
Relevance of the situation to personal Goals 
                                                                             
39. I want first to try it in action (Ratings INVERSION) 
Ability to cope 
40. My work will show up better 
Relevance of the situation to personal Goals 
41. I have much more to propose on this    
NOT USED IN THE ANALYSIS 
42. I know well whatever is needed to cope with this 
satisfactorily  
Ability to cope 
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Appendix 5: Description of film clip and film DVD  
 
Film Clip (Target Positive emotion) 
Duration 
(m) 
Description (Feature film title, scene, 
company, year) 
Basic Positive emotion scales 
Joviality  
(Happy, joyful, excited, lively, cheerful) 
Self- Assurance 
(strong, fearless, daring, bold) 
Attentiveness 
(alert, attentive, determined) 
General dimension scales 
Basic positive Affect  
( active, alert, attentive, determined, enthusias-
tic, inspired, strong, excited, proud) 
15 Love actually, scenes 18-20, Universal 
pictures and Studio canal ,2003 
 
 
 
 
 
 
 
 
 
Please see scene 18 up to the end. 
This is a DVD backup copy and its use is only for the academic purposes of this study. 
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Appendix 6: PANAS Questionnaire  
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THE  PANAS-X
Manual for the
Positive and Negative Affect Schedule - Expanded Form
©  Copyright 1994,   David Watson and Lee Anna Clark
The University of Iowa
PANAS-X Manual
1
I.  The Hierarchical Structure of Self-Rated Affect
In recent research,  two broad,  general factors--typically
labeled Positive Affect (PA) and Negative Affect (NA)--have
emerged reliably as the dominant dimensions of emotional
experience.   These factors have been identified in both intra-
and interindividual analyses,  and they emerge consistently
across diverse descriptor sets,  time frames,  response
formats,  languages,  and cultures  (Almagor & Ben-Porath,
1989;  Mayer & Gaschke,  1988;  Meyer & Shack,  1989;
Tellegen,  1985;  Watson,  1988b;  Watson,  Clark,  &
Tellegen,  1984;  Watson & Tellegen,  1985;  Zevon &
Tellegen,  1982).   To measure these factors,  Watson,
Clark,  and Tellegen (1988) developed the Positive and
Negative Affect Schedule (PANAS),  which consists of two
10-item scales for PA and NA,  respectively.
These two general dimensions account for most of the
variance in self-rated affect--together they account for
roughly one-half to three-quarters of the common variance in
mood terms (see Watson,  1988b;  Watson & Tellegen,
1985).  Nevertheless, specific emotional states can also be
identified in the same data.   In fact, on the basis of earlier
work by Tellegen ,  Watson and Tellegen (1985) proposed a
hierarchical taxonomic scheme in which the two broad,
higher order dimensions are each composed of several
correlated,  yet ultimately distinguishable affective states
(see also Watson & Clark,  1989, 1992a).   In this model,
the higher level reflects the valence of the mood descriptors
(i.e.,  whether they represent negative or positive states),
whereas the lower level reflects their specific content (i.e.,
the distinctive qualities of the individual affects).
To assess these specific emotional states,  we have created a
60-item,  expanded version of the PANAS (the PANAS-X).
In addition to the two original higher order scales,  the
PANAS-X measures 11 specific affects: Fear,  Sadness,
Guilt,  Hostility,  Shyness,  Fatigue,  Surprise,  Joviality,
Self-Assurance,  Attentiveness,  and Serenity.   The
PANAS-X thus provides for mood measurement at two
different levels.
The PANAS-X is simple and easy to administer.   Most
subjects complete the entire 60-item schedule in 10 minutes
or less.   However,  investigators facing more severe time
constraints can select and assess only those scales that are
most relevant to their research.   A sample PANAS-X
protocol is shown in Table 1.   In addition,  the terms
comprising each of the PANAS-X scales are shown in
Table 2.
The PANAS-X was created in three relatively distinct stages.
As mentioned,  the two higher order scales were developed
first.   Seven specific affect scales primarily involving
___________________________________________________________________________________
Table 1  Sample PANAS-X Protocol Illustrating "Past Few Weeks" Time Instructions
___________________________________________________________________________________
This scale consists of a number of words and phrases that describe different feelings and emotions.   Read each item and then
mark the appropriate answer in the space next to that word.   Indicate   to what extent you have felt this way during the past
few weeks   .   Use the following scale to record your answers:
1 2 3 4 5
very slightly a little moderately quite a bit extremely
 or not at all
______ cheerful ______ sad ______ active ______ angry at self
______ disgusted ______ calm ______ guilty ______ enthusiastic
______ attentive ______ afraid ______ joyful ______ downhearted
______ bashful ______ tired ______ nervous ______ sheepish
______ sluggish ______ amazed ______ lonely ______ distressed
______ daring ______ shaky ______ sleepy ______ blameworthy
______ surprised ______ happy ______ excited ______ determined
______ strong ______ timid ______ hostile ______ frightened
______ scornful ______ alone ______ proud ______ astonished
______ relaxed ______ alert ______ jittery ______ interested
______ irritable ______ upset ______ lively ______ loathing
______ delighted ______ angry ______ ashamed ______ confident
______ inspired ______ bold ______ at ease ______ energetic
______ fearless ______ blue ______ scared ______ concentrating
______ disgusted ______ shy ______ drowsy ______ dissatisfied
            with self                            with self
___________________________________________________________________________________
PANAS-X Manual
2
____________________________________________________________________________________________________
Table 2   Item Composition of the PANAS-X Scales
____________________________________________________________________________________________________
General Dimension Scales
Negative Affect (10) afraid,  scared,  nervous,  jittery,  irritable,  hostile,  guilty,  ashamed,  upset,  distressed
Positive Affect (10) active,  alert,  attentive,  determined,  enthusiastic,  excited,  inspired,  interested,
proud,  strong
Basic Negative Emotion Scales
Fear (6) afraid,  scared,  frightened,  nervous,  jittery,  shaky
Hostility (6) angry,  hostile,  irritable,  scornful,  disgusted,  loathing
Guilt (6) guilty,  ashamed,  blameworthy,  angry at self,  disgusted with self,  dissatisfied with self
Sadness (5) sad,  blue,  downhearted,  alone,  lonely
Basic Positive Emotion Scales
Joviality (8) happy,  joyful,  delighted,  cheerful,  excited,  enthusiastic,  lively,  energetic
Self-Assurance (6) proud,  strong,  confident,  bold,  daring,  fearless
Attentiveness (4) alert,  attentive,  concentrating,  determined
Other Affective States
Shyness (4) shy,  bashful,  sheepish,  timid
Fatigue (4) sleepy,  tired,  sluggish,  drowsy
Serenity (3) calm,  relaxed,  at ease
Surprise (3) amazed,  surprised,  astonished
Note.   The number of terms comprising each scale is shown in parentheses.   
____________________________________________________________________________________________________
different negative affects were constructed next.   Finally,
four specific positive affect scales were created.   In this
manual,  we recap briefly the development of the original
PANAS scales,  and present their basic reliability and validity
data (the interested reader is referred to Watson et al.,  1988,
for more detail).   We then describe the development of the
specific affect (PANAS-X) scales,  and present data supporting
their reliability and validity.   Finally,  we discuss several
important issues regarding the instrument as a whole.
II.  The Higher Order Scales
A.  Construction of the Original Positive and Negative
Affect Scales
The goal in developing these scales was to create reliable and
valid measures that were also brief and simple to administer.
The primary concern was to select descriptors that were
relatively pure markers of either Negative Affect or Positive
Affect;  that is,  terms that had a substantial loading on one
factor but a near-zero loading on the other.   As a starting
point,  we used the 60 terms included in the factor analyses
reported by Zevon and Tellegen (1982).   Tellegen
constructed this set from an initial pool of 117 affective
words and phrases derived from the earlier studies of Izard
(1972),  Nowlis (1965),  Zuckerman and Lubin (1965),  and
Ekman (1971).   A principal components analysis of content
sortings of this larger pool of items identified 20 synonym
groups,  and the final list of 60 terms was constructed by
choosing three marker terms from each content group (see
Zevon & Tellegen,  1982,  Table 1).   Thus,  these terms
provide a comprehensive assessment of the affective lexicon.
From this list of 60 terms we selected those descriptors that
had an average loading of .40 or greater on the relevant factor
across both the within- and between-subjects analyses
reported in Zevon and Tellegen (1982).   Twenty Positive
Affect and 30 Negative Affect markers met this initial
criterion.   However,  as noted previously,  we were also
concerned that the terms be relatively pure markers of a
factor.   We therefore specified that the terms not have a
secondary loading of I.25I or greater in either analysis.
This reduced the pool of candidate descriptors to 12 for
Positive Affect and 25 for Negative Affect.
Preliminary reliability and validity analyses indicated that 10
terms were sufficient for the higher order Positive Affect
scale.   We therefore dropped two terms that had relatively
higher secondary loadings on the Negative Affect factor,
yielding the final set of 10 descriptors (shown in Table 2).
The 25 Negative Affect candidate terms included all 3 terms
from seven of Tellegen's content categories,  plus 2 from
each of two others.   Because we wanted to tap a broad range
of content,  we constructed a preliminary 14-item scale that
included 2 terms from each of the seven complete triads.
We found,  however,  that the terms from the Contempt and
Revulsion content categories did not significantly enhance
the reliability and validity of the scale.   Moreover,  these
PANAS-X Manual
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terms were less familiar to our subjects (primarily
undergraduates) and were occasionally left unanswered.
Therefore,  the final 10-item version consisted of 2 terms
each from the other five triads (displayed in Table 2).
B.  Normative and Internal Consistency Data
Between-subjects data.  Most of our basic psychometric data
were gathered from undergraduates enrolled in various
psychology courses at Southern Methodist University
(SMU),  a private southwestern university.   However,  we
(and others) have also collected data on various student, adult
and psychiatric patient samples,  and we present these results
as well.
We have obtained PANAS-X ratings using eight different
temporal instructions.   Subjects have rated how they felt:
(a) "right now (that is,  at the present moment)" (Moment
instructions);  (b) "today" (Today);  (c) "during the past few
days" (Past Few Days);  (d) "during the past week" (Past
Week);  (e) "during the past few weeks (Past Few Weeks);
(f) "during the past month" (Past Month), (g) "during the
past year (Past Year);  and (h) "in general,  that is,  on the
average" (General).
_________________________________________________________________________________________________
Table 3   Means and Standard Deviations for the General Positive Affect and Negative Affect Scales as a Function of
Rated Time Frame and Subject Population
_________________________________________________________________________________________________
Positive Affect Negative Affect
______________ ______________
Time Frame/Sample N M SD M SD
_________________________________________________________________________________________________
Moment
SMU undergraduates 2,213 29.0 8.0 15.8 5.9
Australian undergraduatesa    279 25.3 7.2 15.2 5.0
VA substance abusers    158 32.0 8.5 23.7 10.1
Psychiatric inpatients      56 32.6 7.8 21.1 9.0
Today
SMU undergraduates 1,664 30.1 8.2 17.6 7.0
Past Few Days
SMU undergraduates 1,577 33.7 7.3 18.5 6.9
Iowa undergraduates    502 31.5 7.4 21.7 7.4
Past Week
SMU undergraduates 1,521 32.4 7.3 20.4 7.0
Dallas-area adults    328 31.1 7.5 18.0 7.1
Australian adult mena    114 32.6 5.9 16.3 4.7
Australian adult womena    115 30.7 7.1 15.8 4.9
Past Few Weeks
SMU undergraduates 2,076 32.6 7.1 20.2 7.2
SMU employees    164 33.1 6.8 17.9 6.4
Past Month
SMU undergraduates 1,006 34.5 7.2 20.2 7.3
Past Year
SMU undergraduates    964 35.9 6.4 22.8 6.6
General
SMU undergraduates 3,622 35.7 6.2 19.5 6.0
SMU employees    202 35.1 7.4 18.9 6.4
Detroit-area adultsb    815 36.0 6.0 18.2 6.3
Australian adult mena    114 33.5 5.9 14.2 4.1
Australian adult womena    115 33.9 5.1 15.5 5.3
Psychiatric inpatients    117 32.4 8.1 25.5 10.0
Mixed clinical sample    107 30.2 6.6 26.3 9.0
Note.   These data include those reported in Watson et al. (1988),  Table 1.
aUnpublished data reported by Ross Wilkinson, The Australian National University, April, 1993.
bThese data are reported in Quinn (1989).
_________________________________________________________________________________________________
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ABSTRACT 
The objective of this thesis is to study, analyse and evaluate how ‘meaning’ mediates the relationship be-
tween positive emotions and learning in organisations. Meaning, as an object of discourse, develops and 
exists in relations that discourse establishes between organisational processes and structures. These rela-
tions allow situating meaning in relation to other objects. Discourse in organisations drives subjectivity. In 
that sense, discourse frames many discursive constructions. People’s subjectivity can also drive discourse, 
using language in an attempt to deliver meanings which are more or less related to the discourse. ‘Mean-
ing’ as an object of discourse controls discourse: what can be said, how and where one might speak and for 
whom.  
It is argued that because positive affect and positive emotions stem from, but also create, positive meaning 
for the actors of the organisation, they thereby prepare the ground for positive learning. Affect plays an 
important role in decision-making and performance, as it influences cognitive processes. Despite a body of 
research supporting the latter, when it comes to organisational learning, the role and function of affect is 
not generally recognised in understanding attitudes and systems of behaviour. Whenever new behaviour 
(performance) is required, or change in the form of learning is needed, organisations have to find ways to 
alter current behaviours and provoke learning. It is argued here that this process is facilitated by the exis-
tence of positive affect, positive emotions and positive relational meaning. Advocating positive emotions 
and meanings when people interact with each other, with the social environment (organisational context) 
and with the organisation as an object, facilitates behavioural changes and the establishment of a ‘positive 
learning’ culture.  
For the purposes of this thesis, learning is considered from a cognitive, humanistic, social and situational 
perspective, and therefore as the synthesis of internal cognitive structures, of affective and cognitive needs, 
and of the relationship between people and the environment. Learning is finally conceptualised as partici-
pation in ‘joint action’ with a common purpose. It is this participation, and not the outcome, that constructs 
learning in organisations. It will be shown that the whole framework focuses on the power of language and 
thinking that impacts people’s actions and, eventually, organisational results. Positive emotions facilitate 
this process through positive meaning.  
A longitudinal study was used to measure participants’ affective states and emotions over a period of five 
consequent weeks. For the mapping of affective states, the PANAS-x questionnaire was used. Although it 
represents a rather positivistic measurement, it was chosen in order to have a draft base measurement of 
interviewees’ emotions, whilst replies were considered not as representative of affective experiences, but 
as relational, that is to say, as focusing on the discourses which were implicated within the interviewees’ 
affective experiences.  Semi-structured in-depth interviews were then arranged with the participants, in 
order to identify the way in which they understood and constructed the discursive object of meaning in re-
lation to the organisational context. It was with a distanced position from relativism that Willig’s (2001) 
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interpretation of Foucauldian discourse method was used for the analysis of the interview extracts. The six 
components of this approach are 1.Discursive constructions; 2.Discourses; 3.Action orientation; 
4.Positionings; 5.Practice and 6.Subjectivity. To this we have added another stage, to address limitations 
of the subjectivity stage. The key to this approach is that it addresses a situation without denying the possi-
bility of human emancipation, arguing that there is no necessary connection between social construction-
ism and relativism.   
This method has a twofold objective. First, it seeks to demonstrate that things are different from the tradi-
tional positivist constructs, in that it recognises the role of language in the construction of explanatory 
categories. Second, it asks the reader to see why things are as they are and in what ways they could be bet-
ter. The constraining constructions were thereby identified in terms of their emergence and their psychoso-
cial effects, but also in terms of the social conditions that facilitate people’s effort to avoid these con-
straints.  
Supporting the need for addressing limitations of the ‘subjectivity’ stage of discourse analysis, and in order 
to trace both psychosocial effects, Lazarus’ primary appraisal theory was used in support of, and in order to 
explain and elucidate, participants’ constructions, discourses and positionings, so as to explain the exis-
tence of certain emotions on particular occasions, or as an outcome of organisational constructions and dis-
courses. Lazarus’ secondary appraisal elements analysis elucidated employees’ positions and warranting in 
relation to the options and prospects for coping, namely blame or credit, and coping with potential and fu-
ture expectations and anticipations.  
The self-ego involvement in the appraisal of the various positionings helped in understanding how partici-
pants draw on the change process and justify their competence in positive coping and positive learning. 
This helped to understand how goals were set according to each participant’s relative importance, and 
helped to draw inferences about the defensive mechanisms and positions each participant developed in or-
der to defend and support his ego-identity. Defences and identity warranting, when taken together with 
situational constructions of meaning in relation to the discursive context, are used as a sign of each partici-
pant’s capacity for positive learning.  
The analysis of the interview extracts suggests that alignment of the existential with the primary task 
brings the relationship between the individual and the organisation to the optimal position. This happens 
when the meaning that work has for the individual is appraised as beneficial; in such a case, the resulting 
behaviour is acceptance behaviour, and the individual- organisational relationship obtains a positive rela-
tional meaning. In the opposite case, a resistant behaviour could be present, which could lead to the con-
struction of a defensive organisation, either as a defensive object or as an unconscious defensive construct.  
A further implication relates to the need for a humanistic leadership role. Leaders, as coaches and facilita-
tors, could play a catalytic role in developing and maintaining an environment where people could be 
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helped -and not instructed- to develop their competences and creativity by themselves, aligning personal 
resources with organisational goals and maintaining the self-esteem and balance of their professional iden-
tities. 
The combined use of the PANAS-x questionnaire, Willig’s discourse method and our improvisation stage 
on subjectivity addressing the ‘synthesis’ of emotions of appraisal theory, indicate that a presumption of 
‘realism’ has been accepted for the thesis inquiry. This, however, was done together with the adoption of a 
reflexive non-relativistic use of social constructionism philosophy.  That is to say, it was intended to pro-
vide an explanatory framework for examining the ‘nature’ of the world, rather than the knowledge of that 
world. Within this current, a perspective of pragmatism was also recognised, since the practical mediation 
of a model for the conceptual framework was used in such a way that it represented the ‘world’ according 
to what one intended to solve. Throughout the thesis the practical consequences of the organisational 
‘socio-political character’ were nevertheless considered. Not least in importance, this research was ap-
proached with a participant frame of reference, adopting a relativist method of engagement. The view ad-
vocated calls for thinking of social constructionism as a form of realism. An inclusive attitude regarding 
research philosophy was also adopted, where things combine to provide additional perspectives, rather than 
contradictions between them based on their antithesis. It is therefore suggested that the reader should at-
tempt to understand the methodology, rather than simply treat it as ‘gospel truth’. 
The major premise is that positive emotions could play a crucial role in providing openness and valuable 
resources, which strengthen one in becoming aware of his/her current thinking, thus addressing the possi-
bility to think beyond the immediate. A new environment providing regulation of stress-enforcing factors 
and creating space for individuals to prosper in safety could be evolved. In such an environment, the lead-
ership role is important. A leader should possess the ability to infuse everyday events with positive mean-
ing, cope with anxiety and lead the organisation without the ‘power’ support of traditional bureaucratic 
structures.  
The new proposition is that people could initiate and develop ‘productive positive’ organisational learning 
on demand, while positive emotions facilitate this process of participation. A new ‘reality’- (realised in the 
shape of organisational purpose and in the organisation’s expected outcomes) is possible when leadership 
stands outside the ‘current’ situation, setting a new scenario for the future.  This scenario should enable 
constraints, set rights and duties, and should be justifiable to the ‘moral situations’ that others share (Shot-
ter 2002), since engagement is required. Words are to construct the new ‘reality’ for the organisation, and it 
is through them that others will support the new scenario. In view of this, leadership should be committed 
and consistent in keeping its word and support engagement. Supporting engagement in interpersonal rela-
tionships produces participation in ‘moral situations’, where alignment towards the new scenario is real-
ised. This participation - what we have tried to show in this thesis- is ‘productive positive’ organisational 
learning.  
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Chapter 1 - INTRODUCTION 
BACKGROUND AND RESEARCH JUSTIFICATION 
The requirement in today’s organisations is performance. Learning in organisations is considered 
a contributor to the development of the sustainable performance organisation. Researchers like 
Jessup (1997), Argyris (1999), Senge (1990), Murray and Donegan (2003) argue that learning can 
improve the competences and the quality of life of the learner, his/her contribution to society, and 
the behaviour producing participation, involvement and achievement.  
Emotions, on the other hand, are also inherent in human nature. Their general function is to pro-
vide us with the ways of coping with major challenges in life. They involve biological, psycho-
logical, cognitive and social aspects, facilitating cognition and serving motivation (Ekman 1994), 
(Levenson 1994), (Frijda 1986), (Lazarus 1991), (Lazarus 1994), (Fredrickson 1988a) and (Reeve 
2001). 
Despite the large amount of research in the area of learning in the organisational context, a litera-
ture review covering documents one, two, three, four, and the thesis, has revealed a focus on 
negative emotions and a relative neglect of positive emotions in relation to learning in the organi-
sation (Gabriel and Griffiths 2002). One possible reason that research concerns mostly negative 
emotions, is their obvious association with easily identifiable specific action tendencies and be-
haviours. For example, one’s reaction to a fearful event is very specific. With respect to the organ-
isational setting, literature review has revealed links of emotions with performance, job satisfac-
tion, intentions to quit, competence development, emotional intelligence, helping behaviour and 
negotiations.   
Moreover, organisations often consider emotions as inappropriate (therefore, they avoid or ignore 
them); thus many researchers are dealing with emotion labour and regulation (Brown 2002), (Gal-
lahan 2002) and (Cote and Morgan 2002). 
Learning in organisations is usually considered in association with competence and skills devel-
opment (Stewart 2001) (Illeris 2003), and organisations often define learning too narrowly, simply 
as problem solving or employee training programmes.  
The literature review reveals that knowledge concerning the relationship of positive emotions and 
learning in organisations is still incomplete.   
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PURPOSE OF THE THESIS 
The present thesis aims to explore the association between positive emotions and learning in or-
ganisations.  
AUDIENCE 
The thesis aims to be of interest to practitioners in the field of organisational learning and manag-
ers, who would like to understand what variables are involved in the facilitation of organisational 
learning.  
It also aims to be helpful to managers and organisations who are trying to understand how to seek 
engagement and how to have their teams internalise the organisational purpose. This thesis also 
sets out to provide an understanding of the leadership role in facilitating organisational learning.  
This work should be also of interest to other researchers and the academic community, providing 
inspiration for future research on how positive emotions may contribute to the optimal functioning 
in the organisations. 
To the author, as a practicing manager and leader, the thesis is the outcome of personal pursuit, 
towards the exploration of the incomplete knowledge of the variables involved in the organisa-
tions’ optimal functioning.  
RESEARCH PROBLEM AND PROPOSITIONS 
The research problem of the thesis is: 
How do positive emotions facilitate learning in organisations? 
Essentially, it is argued that people having positive affect are likely to be involved in a “produc-
tive positive” learning process, which emerges as a product of joint action, alignment to the or-
ganisational purpose and positive relational meaning from an engagement with the organisation. 
The participation, and not the outcome, of this process is what “productive positive” learning is, 
and results from the engagement with the organisation.  
The association of positive emotions and learning is defined as a relationship mediated from one’s 
positive relational meaning. We have therefore expected the following propositions to ‘sustain’: 
Proposition 1: The effect of positive emotions on learning is “mediated” by positive relational 
meaning. 
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Proposition 2: Positive affect individuals are likely to develop positive relational meaning from 
their relationship with the organisation, whilst the quality of their relationship expresses the extent 
of self-engagement with the organisation.   
Proposition 3: Positive affect individuals are likely to be involved in “joint action” with others, 
having a clear sense and alignment with the organisational purpose. 
Proposition 4 ‘: Leadership is expected to play a catalytic role in the creation of positive relational 
meaning because it influences, through working practices, the quality of interpersonal relation-
ships.  
RESEARCH QUESTION 
Consequently, the research question is the following:  
What are the components of meaning involved with positive emotions and organisational learn-
ing? How does relational meaning mediate between positive emotions and organisational learn-
ing?  
THESIS OUTLINE 
The objective of this section is not to show all the related evidence for identifying that a gap does 
exist in literature. However, the gap is indicated, and all research issues regarding it are spread 
throughout chapter two. Therefore, the importance of the field and a selection of appropriate lit-
erature on the question and propositions are explored within this chapter. Chapter Two starts with 
a section about the organisational context, locating the individual’s position in the relationship 
with the organisation. Emotions and learning literature reviews follow, concluding with the identi-
fication of the researcher’s proposed learning conceptualisation.  
In Chapter Three, the main findings of previous research undertaken about documents three and 
four are reviewed.  In Chapter Four, the rationale for expecting the propositions and for develop-
ing the research question is briefly provided. The output from this chapter is a revised conceptual 
framework. This will be used to aid understanding and to model the propositions’ variables and 
working definitions.  
Chapter Five deals with the methodology and the research structure. Its main sections are: the jus-
tification for the paradigm and methodology used, research procedures, reflexivity, limitations and 
ethical considerations. 
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Chapter Six presents patterns of results and analyses them for their relevance to the research ques-
tion. However, since Willig’s (2001) ‘Foucauldian’ discourse analysis is followed, the analysis of 
the interview extracts cannot be separated by the discussion. Therefore, in this chapter some im-
plications of the results especially those concerning specific ‘cases’/participants will be drawn 
out.  That is to say in chapter four, data should also be analysed, discussed and not merely pre-
sented.   
Consequently, the final chapter builds on the previous one in such a way that the findings are 
summarised in categories and viewed in relation to the conceptual framework and the proposi-
tions. The aim of this chapter is to draw on theory in order to suggest analytic induction 
(Silverman 2001), (Yin 2003). Drawing on the theoretical sample, a theoretical generalisation is 
being challenged.  
RESEARCH BOUNDARIES 
The research problem outlines the area and boundaries of research. That is to say, positive emo-
tions and learning are involved through the mediation of relational meaning in the organisation. 
However, the research is taking place within one management team, in one organisation, and it is 
situated at a specific time of the organisation’s life. That is to say, it is historically and culturally 
bounded. Additionally, this is a Greek organisation, operating in the competitive FMCG1  sector, 
and is private and medium sized. The managing director is the owner of the company (the presi-
dent), but for the management team researched, leadership equates to their manager who is an-
other person (the chief executive officer). Finally, the researcher is a member of the management 
team. 
One should bear in mind that boundaries should be considered in relation to the methodology one 
follows. This affects the way in which similar boundaries could be interpreted differently by an-
other researcher, employing another methodology.  
CONCLUSION 
This chapter laid the purpose and the foundations of the thesis. It introduced the research problem, 
propositions and question. Research was briefly justified, the thesis was outlined and limitations 
were given.  The following chapter aims to build a theoretical background by identifying the rele-
vant research issues, starting by regarding the relationship of the person and then proceeding to 
the immediate disciplines of emotions and learning.  
                                                 
1 Fast Moving Consumer Goods 
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Chapter 2 – LITERATURE REVIEW 
ORGANISATIONAL CONTEXT 
THE SOCIAL CONSTRUCTION OF SELF AND ORGANISATION 
This section sets out to demonstrate the diffusion of the bureaucratic form of organisation. It iden-
tifies that people’s connection with the new form of organisation is different than in the past, be-
cause organisational context now encounters human involvement in non-inclusive terms. People 
are involved with roles, and not as persons (Kallinikos 2003). This separation of the role from 
person has made Baudrillard (see Kellner 2006) present a society form, where everything is or-
ganised around the play of images, signs and simulation. Identities are constructed from images, 
and models indicate how individuals should live and how they should relate to each other. The 
emerging form of organisation is identified with this principle. Subsequent to bureaucracy and the 
society represented, the non-bureaucratic organisation is organised in a codes, models and signs 
order, and it guides how interaction should be and how everyday life should be lived, in a new 
context of social theory termed postmodernism.  
However, postmodernism is a term which is criticised as being empty of content. Denzin (1991) 
demonstrates that no one understands its definition, even though everyone agrees that something 
different is going on. For him, the situation has turned to: ‘celluloid, plastic and vinyl; a velvet 
glove that crushes and destroys while it produces pleasure’ (p.512). New constructions of self and 
others exist, and individuals negotiate their own as well as others’ politically correct social identi-
ties, in many terrains, cultures and different meanings.  This implies the need for a cultural theory 
that should concurrently break the links with the past, but should also keep experiences and 
knowledge alive, with the objective of focusing more on understanding the present, irrespective of 
its definition. Let us consider whether the missing definition is the evolution of Weber’s iron cage 
of bureaucracy within a post-modern flexible and unpredictable order. 
Feenberg (1999) argues that there might be an answer to this dilemma. Considering that there is 
no correlation between social hierarchy, technological advancement and distribution of power, 
new technology could be used to make social hierarchy meet the needs that have been ignored. In 
the same way that social hierarchy is not necessary, the social moves towards changes in technol-
ogy do not require rationalising society according to “Weberian” terms, but in a subversive but 
still rational process, which democratises rather than centralises control.  
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From the relativist and pragmatic schools of thought, interactions between people help to consti-
tute their social, occupational and personal identities, and determine all the other forms of knowl-
edge available to them. The wider pragmatism view claims that people frame all the answers to 
the questions they make in ways fundamentally and closely related to the activities they carry out. 
Therefore, knowledge emerges as a product of activity and purpose. Consequently all the activi-
ties (i.e.: warranting) used as a way in which people try to justify assertions within each social 
context, are carried out for a particular purpose (warrant) and are then used as the truth about the 
world. “we have our lives in them; they provide [the activities] the living basis or foundation, so 
to speak,  for everything we do” (Shotter 1997, p.2). 
Nevertheless, there is a problem with the relativist position, because if knowledge is a product of 
activity and purpose, other activities directed to other purposes should produce alternative truths 
about the world.  
Shotter  speaks for a rhetorical responsive version of social constructionism, which requires a re-
sponsive argumentation between self and others, where through continuous dialogical processes 
of assertions and justifications of positions taken, one is judged as fitting in with the forms of so-
cial life, or not. When something is not proceeding as expected, people try out different stances 
towards others and ask for feedback, in order to find the best way to validate their actions towards 
the establishment of a certain identity, something referred to as “accounting” by Holmes (2005). 
In this sense, personality is not stable; but is rather a socially constructed concept. In different so-
cial settings where people are identified and engaged by others, they develop different socially 
constructed selves (identities). Consequently, since identities are constructed, the humanistic al-
ternative of an inherent human nature is rejected (Raskin 2002).  
Non-linearity of today’s world -irrespective of the definition of the context as relativism, pragma-
tism, or realism, suggests that it is impossible to predict causal mechanisms, since a plethora of 
models could shape people’s behaviour and influence subjectivity. Therefore, an objective epis-
temology is avoided. For relativists, people cannot feel an external ‘reality’; in the sense that a 
‘reality’ exists independent of our cognition. This position questions whether the subject can seek 
knowledge with the objective of altering and changing the object. In a relativistic reading, when 
the subject loses contact and control of the ‘real’, it seems that subjectivity vanishes, and a subjec-
tive subjectivity is what remains (Kellner 2006). Additionally,΄΄postmodernism rejects the possi-
bility of capturing the essence of a phenomenon and subsequently rejects its existence΄΄ (Van de 
Ven 2007, p.48).  In general, relativism assumes that ‘reality’ is a social construct and ‘truth’ a 
conception of agreement or approval. However, ΄΄ social science communities do not reach con-
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sensus based simply on opinions; they rely on standards of sound and persuasive arguments and 
empirical evidence for a scientific claim΄΄ (Van de Ven 2007, p.65). Nevertheless, discursive ver-
sions of constructionism fail to theorise ΄΄the ways in which discursive practices and human ex-
periences are already grounded in, and structured by, aspects of external reality such as subjec-
tivity, embodiment, materiality, aesthetics and power΄΄ (Nightingale and Cromby 2002, p.704). In 
conclusion, we might suggest that we should register for a distinctive position between our sub-
jective thoughts and stands regarding ‘reality’ and how it [‘reality’] ‘really’ is. This stance re-
quires the acceptance of ‘realism’ that attempts to capture - partially though- aspects of this ‘real-
ity’. Distinguishing from a single philosophical perspective opens up the possibility for new think-
ing, inventing and creating.  In the following chapters, and particularly in that on methodology, a 
version of a reflexive realist social constructionism trying to incorporate an inclusive ontology 
mediated by subjectivities, will be discussed.  
What are the implications for the actors of the modern organisation?  
People’s activities and communication within the context of an underlying organisational social 
‘reality’ for Best and Kellner (1991) might be compared to a kind of performance in front of other 
participants, (the audience, according to Goffman (1956)), which is managed by actors who usu-
ally fabricate appearance and perform at odds with their inward view of ‘reality’. In this organisa-
tional ‘reality’, subjects develop a sense of self through communication and interaction with oth-
ers. Thus, they develop patterns and structure outside the ‘organisational’ world(Best and Kellner 
1991). Interactions and relationships formed presuppose the existence of subjects and objects; but 
since this distinction is disappearing, individuals are simultaneously becoming the subjects and 
the objects which are trying to maintain face: –in other words, what is portrayed, and not neces-
sarily what is intended (Goffman 1963). Face- saving is not only the actor’s job. It also involves 
the audience which, in the form of a ritual and using avoidance mechanisms like tact (which helps 
to avoid embarrassment), and through overcompensating or apology mechanisms, works towards 
adjusting the self according to the social setting, and towards maintaining and saving face (Goff-
man 1963). 
The presentation and the adjustment of self from one social setting to another with the objective of 
following appropriate behaviours is one of the principal dilemmas of self in the modern 
world(Giddens 1991); in this dilemma, identity is either constructed around certain commitments 
and rules set by the individual who is trying to maintain an integration of self, or it is formulated 
by a blend of different appropriate and reasonable behaviours, which are always marked as appro-
priate, or not, by the other actors in each social setting. Both responses are psychologically de-
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manding, but the latter implies extensive use of discourses, as it makes the individual feel secure 
in its identity, insofar as the others believe that his behaviour is appropriate. Consequently, this 
implies that there is always an option to construct an integrated identity by combining positive 
elements out of unification and fragmentation that different settings (and situations) create. How-
ever, whatever one’s approach is to the way in which identity is constructed, unification versus 
fragmentation of self represents a conflict which should be resolved, in order for the individual to 
develop a consistent narrative of self identity. Holmes (2005, p.3) presented a conceptualisation of 
the emergent identity in a five zones framework where five ‘claim/disclaim’ and ‘affirma-
tion/disaffirmation’ combinations allow for the mapping of the “variety of trajectories taken by 
individuals”. The transitional ‘under-determined identity’ centre zone represents no clear 
claim/disclaim or affirmation/disaffirmation, and, depending on the particular tendency in one’s 
trajectory, it works as the transitional and/or resistance zone. But apart from the complete map-
ping of any possible trajectories, the framework’s key proposed reflection is that identity is sup-
ported by warranting, a process through which claims/disclaims and affirmations/disaffirmations 
are presented, in order to support and or repair threatened or malfunctioned identity (Holmes 
2005). The perception people have of others as worthy constituents of an approved identity in re-
lation to self-presentation, draws on the importance of the person’s environment dialectic and the 
impact of internalised social needs. 
For that reason, it will later be argued that the process of warranting becomes more interesting if 
the innate psychological needs of self-determination, competence and relatedness, and social 
needs of achievement, affiliation, intimacy and power, are involved and if one thinks they should 
be satisfied. 
How individuals conceptualise who they are 
Considering the organisational context, it is expected that individuals are more socially defined 
than self-defined, because of the prevailing structural element of control. External definitions im-
pose pressure on socially defined individuals to identify themselves with identities and behav-
ioural patterns appropriate for the situation and the social setting (Reeve 2001). The need to ac-
commodate self to others is the psychological need for relatedness. Dependence on others, with 
the objective of maintaining others’ acceptance is so important, that people compromise their be-
liefs, plans and desires in order to look aligned. The alignment arising from social definition 
represents commitment to conditions of worth (Patterson 1977), (Rogers and Freiberg 1993). This 
affects the way people think and act, the decisions they make, the way they relate to social pres-
sures, and the personal adjustments they make in order to achieve the outcomes they desire. Peo-
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ple do need positive regard, and in order to have it, they usually bend themselves into a shape de-
termined by a society, a group, or the significant others, upon whom they seek recognition and 
validation. When they identify and internalise societal conditions of worth experienced as affirma-
tions or disaffirmations of a certain identity, they need social approval and get into a process of 
validation seeking.   
“The more people  strive for validation, the more likely they are to suffer anxiety during 
social interaction, high social anxiety in general, high fear of failure, low self esteem, poor 
task persistence and high depression” (Reeve  2001, p 351). 
Warranting of identity becomes necessary, and management is evolving through the construction 
of managerial identities (Harding 2003). Emotional experience is also conditioned in the organisa-
tion (as emotions are also socially constructed); and this functions as a complement to the social 
conditioning of identities, in the organisational context. 
The consequence is that signs and symbols acquire no meaning in the conventional sense of sym-
bolic interactionism. Additionally clear and predetermined meaning becomes questionable, and 
while it might exist as a sensed thought for some, it seems linked to older forms of organisations 
(in terms of social reality), and now looks like a worthless concern. This is because what we are 
saying and what we understand as meaning are usually poles apart. Meaning mediates thought and 
word. ΄΄The voiced utterance-flower, which can move us and guide us in our actions,  emerges in 
the course of a dialogic process of what Vygotsky calls ‘inner speech’, a process which can vary 
in its character according to the ‘others’ involved in the thought’s development[…]΄΄(Shotter 
2002, p.44 ) 
However, to what extent does language represent a world beyond itself? Moreover, to what extent 
can one make ontological rather than epistemological claims about this world? 
The view of this study is that since there are many disparate discourses, there is no privileged or 
predetermined epistemology to judge the plausibility of knowledge. Additionally, knowledge 
could depend upon practical consequences.  Language only partially and incompletely describes 
and references the phenomenon under investigation, and although it might also function to meet 
one’s interests and goals, it is not simply self-referential.  
In view of the above position, meaning is socially constructed to the extent that it is shaped by 
interpersonal relationships, materiality, and embodiment, throughout time in history. People end 
up with agreed meanings, appropriate to their circumstances, depending on the person-world rela-
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tionship, which in turn is a process rooted in a background common sense. For the following sec-
tions we use the term ‘background common sense’ to mean the character and the disposition of a 
community, the prevailing ideas and attitudes, and the accepted standards, all of which are associ-
ated with the activities and the people within the organisation and are considered by them as 
‘natural’ as having a given ‘reality’. For the sake of proper reference, this is Shotter’s (2002) ter-
minology, used here interchangeably with ‘background common sense’, and background ‘ethos’ 
to mean simply the ‘way things are around here’ – within the organisation.  
Background common sense defines what is ‘real’, possible and impossible, and is made and re-
made as people make and remake themselves in this process. Shotter argues that people are not 
aware of their involvement in this process of construction of this background common sense. 
Considering this as a more realist position of social constructionism, allows consideration of so-
cial order, structure and entities, which -at least rhetorically- could be treated as ΄΄objectively real 
things΄΄ (Shotter 2002, p.30).  
Consequently, interpersonal relationships, materiality, and embodiment, and their historical de-
velopments, are structured and maintained by, but also produce, structures of power. Within this 
background, common sense, ΄΄language […] co-constitutes the realities we experience΄΄ (Night-
ingale and Cromby 2002, p.706). 
The feeling of power or powerlessness is an anguishing factor. Individuals in today’s’ modern or-
ganisations feel that diversity and complexity has moved to a level beyond their control, and they 
have remained powerless to cope with that diversity satisfactorily, mainly for two reasons. The 
first is that power has moved away from the hands of people, and has been given to the ‘hands’ of 
software, computers, networks and markets. This has led to a shift in the definition of object of 
power, which could no longer be the individual, but an objectified social setting. The second is 
that when people choose to trust others, or to trust the organisation as a system, it is like giving up 
autonomy and control; it is like accepting that they do not have the power to do things. This pow-
erless individual could either be one who is feeling that there are forces keeping him dominated 
and unable to resist, or an individual who believes that he himself is dominating by developing a 
defensive dominance fantasy state (Giddens 1991), which under pressure could however easily 
transform to the former, a position which is reminiscent of Lazarus’ emotional coping (Lazarus 
1991b).  
Considering that “social structures are kept due to the activities of social members”, it might be 
said that power is ΄΄actually produced by discourse and is an aspect of discursive relations’’ (Wil-
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lig 2001, p.120). Fairclough (2001), in adopting a rather critical constructionist stance, argues that 
power in discourse is related to powerful participants in certain settings, who have the power to 
control and constrain the contributions and expression of those with less power, but that it is not 
necessary for this power to be always directly exercised; it can be that the constraints are implied 
by the discourse type participants are drawing upon (Fairclough 2001). In terms of constraints, 
Fairclough thinks of subjects’ positions that affect what can be said, done and felt, as well as the 
relations people enter, in a discourse. Power for Fairclough is treated from a critical constructivist 
perspective, since it is seen as maintained and enacted through discourse, and as a resource of a 
particular group of people in a certain setting.  
Is the perception of organisational space in terms of authority affecting the social construction of 
one’s life within the organisation? Known, organisational practices usually work in favour of a 
few persons, who have the fun, while the rest are burned out and alienated. This could be for two 
reasons. The first is that although the situation is considered as controllable and rational, and al-
though rationality and neutrality in management is patronised as the human resource-based view 
of the firm it stands for, it is through the perspective of organisational space and a pre-shaped or-
ganisation construction, that discourses construct the situation of personal goal achievement. The 
second reason is the influence of the leadership style in the development of a heavier or lighter 
specificity of the organisational space; the heavier it is, the more dependent on technocratic and 
rational approaches in managing people. The lighter it is, the more this allows for the questioning 
of managerial expertise by the others. However, relativists could say that ‘power’ is a product of 
people constructions formed by social processes, and that ‘truth’ does not exist. Van de Ven 
(2007) argues that what relativism accepts as ‘truth’ resides in agreement in discourses. However, 
since agreement involves persuasiveness of an argument, a rhetorical non-relativistic social con-
structionism becomes evident. This perspective equally involves logos (theory), ethos, and pathos, 
attempting to account for the origin and maintenance of social constructions (Willig 1999). 
Being a social system, the organisation has the power to expropriate, while individuals feel in-
competent to control diversity. Anxiety is one of the resulting feelings; and has been considered 
(Huffington Clare 2004) as the result of modern distributed leadership structures, because in the 
new forms of organisations, hierarchical structures disappear or are too vaguely defined, clear 
roles and lines of accountability do not exist, and the organisation strives to respond to its envi-
ronment with decentralisation of authority and decision. Seeking answers, people are looking for a 
meaningful coherent self-identity, which encompasses new conjunctions of self and others in the 
organisation. 
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As a reply to that, the responsive organisation is trying to provide the space to cover and embody 
individual anxieties by developing a protective environment. This objective is to be achieved by 
the development of routines, structures and a certain way of organisational living. However, on 
the one hand, these efforts promote and support higher predictability and assurance in the em-
ployees, while on the other, they promote and support the concession of responsibility to an ab-
stract system of organisation.  
This abstract consideration of the organisation, the complex operating environment, the flexible 
responsibility boundaries and the deregulation of activities, result in losing control. Consequently, 
the need to recover control has shifted the attention of organisation towards strategies and prac-
tices to handle, and cope with, risk and self-exposure (openness).  
Trust 
The new concepts of post- bureaucratic organisations, which seem to base their existence on free-
dom, valuing individual trust and autonomy, are distantly separated from the past bureaucratic 
forms of organisations. Power and control of bureaucracies have been replaced by emphasis on 
trust on the person to deliver results. The organisational culture that emerges requires individuals 
who set the limits between professional and non- professional aspects, and who take responsibility 
for rationalising and intensifying their work activities. Organisations are laying emphasis on indi-
vidual trust and commitment. This resembles Carl Roger’s theory, which is based on a single 
force of life, the actualising tendency: there is a built-in motivation present in every form of life to 
develop its potential to the fullest extent possible.  Humans intrinsically value positive regard: 
love, affection, attention, nurture, and others. However, professional freedom and trust seem to be 
superficial, because if the values and norms which make up the culture of the organisation are dif-
ferent from the values and norms of the individual, then trust in the organisation ceases to exist in 
terms of the  conditions of worth which the organisation prescribes for employees. This produces 
a continuous lack of identity, increasing in turn demand for personal trust. Trust is an important 
element that holds everything in place. 
Loss of trust, loss of commitment and increased individualisation influence an organisation’s in-
stability. Empowerment and cohesiveness are not possible without a strong presence of trust 
among team members. The lack of identity and trust is the primary force that makes individuals 
apply their potential and individuality to the working environment,  and causes problems for or-
ganisations  seeking to exploit other non-professional aspects of employees’ life, like social rela-
tions, personalities, and emotions (Maravelias 2003). To elaborate, these organisations are not try-
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ing to completely change the organisation, but by exploiting aspects of the individual’s personal 
worlds considered valuable in the working environment, they want to adjust the individual-
organisation relationship.  
The new organisational forms highlight new approaches to people management and to the devel-
opment of knowledge and learning. The objective is in the production of action, and is independ-
ent of people’s moral values and behavioural standards. At the beginning of the chapter, we 
stressed that performance is what is needed by organisations today. This emphasis on performance 
is covertly promoting and supporting the lack of identity of the employees, because it results in 
increased incongruence, since the maintenance of a clear self – esteem between the ideal self and 
the ‘real self’ is extremely difficult. The incongruence or lack of identity produces a need for per-
sonal trust, as trust is linked to identity. In that context, it is important to build up mechanisms to 
fight the incongruence and the anxiety. Human resource departments have responded with pro-
grammes of individual learning, which are skills and competence-based, and evaluative in nature, 
but which still do not address the missing components of engagement with the organisation. This 
is because the exchange of knowledge that these practices want to manage, is based on trust 
(Empson 2000).  
New rules for learning 
However, learning takes place somehow and somewhere in the organisation. But the problem is 
that learning is not sustainable and cannot be kept in order to add value for the organisational 
members. The fluid nature of contemporary organisations is the cause of what Tempest (2004) 
defines as the concept of liminality, about learning which is increasingly occurring at the limits of 
the organisation within networks and team formations, and is thus disappearing from the organisa-
tion. This is the result of the changes in employment formats, of the flexibility and adaptation 
which is most praised, and of the transactional contracts which start to dominate in the organisa-
tion. Individuals want to be less dependent on organisations which start to employ independent 
contractors, who work for more than one organisation. As a result, trust and commitment is be-
coming less important and valid. Employees seek a transactional benefit-related contract with the 
organisation, which affects one’s psychological state and also impacts organisational learning. 
Although organisations seem to understand these trends and are trying to emphasise individual 
learning, the means and the ways of capturing this learning are not sufficiently in evidence. This 
organisational incompetence results from the same strategies which it mobilises for the develop-
ment of individual career capital rather than organisational social capital. In today’s world, human 
resources development should go beyond human capital, turn attention towards the psychological 
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capital of humans, and discard the old paradigm of knowledge skills abilities and competences 
(Luthans 2006).  
When organisational identity becomes problematic or difficult to imagine in relation to its context, 
emotional experiences stir up questions about professional identity. Meaning is lost, as is connec-
tion with the task of the organisation. Defensiveness and negative emotions are developed. Indi-
viduals try to find new ways for meaning outside and away from what causes anxieties and nega-
tivity. But what the organisation seeks to accomplish is itself causing the anxiety. Thus, the ‘pri-
mary’2 task becomes ambiguous and diverges from the ‘existential’3 task, especially at times of 
change or during crises. 
Competitive advantage and capacity to adapt are valued to the extent to which individual learning 
could be translated into organisational learning. But this learning is not necessarily captured in the 
organisation. For that reason post- bureaucratic organisations try to influence the new employ-
ment contexts with the development of individualised systems of learning. Critical realists argue 
that behind freedom and autonomy, the functional aspects of efficiency and control reside. This 
control targets not the individuals’ behaviour, but the emotional commitments, modes of thinking 
and identities. Human resources practices, training programmes, appraisal systems and learning 
endeavours in organisations are systems of power. These systems of power, according to Townley 
et al (2003) operate on individuals in two ways. First they make people objects of knowledge, 
which afterwards may be managed accordingly, and second, through forms of confession tech-
niques, make them subjects of investigation that reveal their inner selves (thinking and feeling), 
thus making their selves more open and vulnerable to manipulation. One can consider the first 
method as an objectification process which helps organisations to categorise, differentiate and 
judge individuals; and the second method as a ‘subjectification’ technique which gives individuals 
an identity, an identity which can be used as a basis of individual’s self-knowledge and self-
discipline (Armstrong 2004). 
The first criticism raised here is that people cannot be treated as rational resources, because they 
have different complexities which introduce an ethical consideration into the way human resource 
departments are trying to do the job. People have rational but also irrational characteristics, which 
should be taken into account with the interaction of hard skills and competences, before human 
resources define the way people should function in an organisation. The second criticism of a 
critical realist reading is that the role of language is vital. Some ways of constructing ‘reality’ 
                                                 
2 Primary task is the task the organisation ought to pursue (the main task). 
3 Existential task is the task people within the organisation believe they should be pursuing. 
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dominate the others; and this is not due to functional aspects of control and efficiency, but to the 
performative aspects of language, where words and symbols are used persuasively in order to ac-
complish certain goals.  
The new relationship 
The new relationship is based on exchange and self-reliance. Mechanisms against anxiety charac-
terise this self-reliance, and people, instead of being tuned to the ‘primary’ task, search for other 
commitments of importance which create meaning, and which are simultaneously able to support 
their presence in the organisation. Additionally it might be argued that people do not find con-
tainment, and their needs cannot be fulfilled even in the development and preservation of compel-
ling spaces, as defined by Horowitz (2004), because these have been affected by the new dynam-
ics of the organisation – environment relationship, and have been weakened for the sake  of indi-
vidualism. Horowitz suggests that the pairing and partnerships that formed the base for a compel-
ling space have been replaced by individualism. Thus involving oneself with, and connecting to, 
others can be threatening: where structures do not provide security, employment contracts are 
short term, and loyalty does not exist. In this way, the individual’s identification with the organi-
sation is lost, which consequently results in the fact that work related vulnerabilities are no longer 
experienced as anxiety producing elements. Horowitz means that people do nothing in relation to 
the problems relative to the task of the organisation; and this translates into apathy. Although 
anxiety is present, it is not because of work-related issues, but stems from the employees’ percep-
tion of the relational meaning developed in connecting to others in the organisational context.  
Anxiety brings defences, which result in either denial or perceptual distortion. And every time 
each person uses a defence, the greater the distance between the ‘real self’ and the ‘ideal self’ be-
comes. Incongruence is increased and all this becomes a vicious cycle (Rogers and Freiberg 
1993). 
As more and more organisations adopt a new form of organising in terms of structure and hierar-
chy, new psychological contracts are evolving. People’s social needs cannot be fulfilled. The flat-
ter structures and the formation of project teams with team members of different hierarchical lev-
els create new dynamics in the organisation – individual relationship. Multifunctional teams work 
in temporary cross-departmental forms, contradicting the concept of the organisation as a perma-
nent social artefact. This results in a demand for strengthening one’s coping capacities and skills. 
The resulting individualisation is gaining increased emphasis in society, and individuals have re-
sponded with increasingly personal coping strategies (Tempest 2004). 
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Increasing individuality creates new psychological contracts, which are characterised by calcu-
lated temporary involvement and an emphasis on monetary compensation (Tempest 2004). Tradi-
tional forms of role management structures and rules have been displaced by informal flatter 
structures and fluent accountability. This has mitigated the importance of management structures 
in the traditional sense of power. People should be able to influence others in order to get things 
done. Huffington argues that influencing skills become important and ΄΄male and female leaders 
need to develop a new ‘relationship technology’ as one client described it,  to manage and lead 
organisations without fixed rules and roles΄΄(Huffington 2004, p.61). 
It seems that individualism is the main result of the end of the organisation as a safe place, as it 
was in the past. It is the result of the inability of the organisation to provide predictability and con-
tainment, and of the non-existent trust and commitment relationship of the individual with the au-
thority figures of the organisation, something that promotes power and control discourses on indi-
vidual rights and responsibilities. The organisation is willing to provide freedom of choice to the 
individual, which however should not go beyond the organisational preformed boundaries. The 
organisation becomes the container, where the containing element is theoretically free for expres-
sion. However, authentic development of self-expression is not possible for two reasons. The first 
is that self is developed according to the organisation’s criteria; the second is that the lifestyle that 
the organisation connotes is developed in such a way, that the employee has only one option: to be 
identified, or else, to be withdrawn.  
Humanistic psychology propounds the view that people have the ability to control their destiny 
and have unlimited possibilities for individual development. Together with the recognition of the 
need to treat people as human beings, subjectivity in qualitative research is emphasised. Stewart 
argues that for Carl Rogers, the key in humanistic psychology is that “individuals are not the pas-
sive responders to external stimuli conceptualised in behaviourist learning theory and, to an ex-
tent, in cognitive psychology. They are rather active agents determining their own choices and 
decisions” (Stewart 2002, p.182).  
Almost certainly, the most influential writer on humanistic orientation to learning is Carl Rogers, 
according to whom every person strives to make the very best of his/her existence. His theory is 
based on the “actualising tendency” that is built into the motivation present in all humans, to de-
velop their potential to the largest extent possible. People know what is good for them, they in-
stinctively value positive regard (approval, acceptance, love, affection, attention) and eventually 
by experiencing the positive regard others show to them, they achieve positive self-regard (self-
esteem, self-worth, positive self image). This leads to the development of one’s ‘real self’. At the 
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same time, society leads with conditions of worth; thereby people get positive regard in conditions 
based on society’s standards and norms. Over time, this results in conditional self-regard and the 
development of an ideal self. When occasionally people cannot meet their potential or society’s 
standards, they are unable to maintain self-esteem. When there is a gap between the ‘real self’ and 
the ‘ideal self’, and ‘ideal self’ is something out of reach, incongruence is developed. Incongru-
ence gives space to anxiety, and anxiety employs defences in order to avoid the anxiety-
generating situation. 
On the other hand, there is a way not to negatively interfere with ‘organismic’ valuing, receiving 
unconditional, rather than conditional positive regard. Consequently, the experience will be evalu-
ated in accordance with the organismic valuation process, and congruence will be achieved. 
Quality of interpersonal relationships 
Nonetheless, increased individualism requires increased psychological resilience, because it is the 
shield people use to combat anxiety and stress, which fluid and temporary structures and roles 
generate. In these settings, people develop interest in their personal welfare. Their actions are 
guided by the objective to take care of themselves and the relationship with the organisation be-
comes one of self-advancement.  
Cooper (2004) argues that the result is to have commitment and alienation in relation to two mu-
tually different perspectives. The first is in relation to the job per se and the second in relation to 
the organisation as an employer. He argues that psychological investment is made only in relation 
to the job itself, while the relationship with the organisation is seen as an instrument, developed 
clearly on the basis of exchange of money for services. 
He believes that professional identity is tempered by imperatives which people think are imposed 
from outside. Although they are engaged in a ΄΄manic activity΄΄ to follow up rules and targets, 
they are unable to relate to each other and/or the organisation, are lacking direction, and organise 
work based on authority relationships and not according to relevance. This has resulted in the loss 
of any connection with the organisational structure and illustrates that there is an indication of a 
simultaneous struggle for professional ΄΄identity and survival΄΄ (Armstrong cited in Cooper 2004).  
The new relationship draws on new psychological contracts, increased individualism, exchange 
and self-reliance, elements which reveal the meaning work has for the individual. It is argued here 
that this meaning encompasses new conjunctions of self and others in the organisation and has an 
influential role in organisational learning. 
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Defensiveness  
Argyris (1999) is explicit in saying that in most of his research, one could hardly find people who 
have a congruence of action between what they believe they are carrying out and what they actu-
ally do. Action is developed by bearing in mind personal values that should be kept within an ac-
ceptable range, and by implementing consequent strategies to support these values. One’s opti-
mum position is to have outcomes corresponding to the initial intentions. However this is rarely 
the case in ‘real life’ or in organisations, and one has to consider mismatches between intention 
and outcome or personal values and outcome.   
Argyris argues that in demanding situations, all people use a similar theory. They are in favour of 
rationality and suppression of negative feelings, in favour of winning and avoiding losing, try to 
achieve the targets and objectives as the higher hierarchical levels define them, and try to simulta-
neously avoid embarrassment and feelings of vulnerability. They do not find a connection with 
the organisation, nor are they responsible for targets. However, they are accountable,  and there-
fore mainly act defensively.  
This is when learning takes place: in new or demanding situations, reorganisations, changes of 
structure or strategy, factors that are very common in today’s business environment and that affect 
the organisation and its people. Whenever the organisation seeks to establish or increase related-
ness to its environment, work-related negative feelings are increased. The solution to the latter is 
alignment, engagement, and unified purpose (Reeve 2001). 
In the organisations we mentioned earlier, negative emotions are created by the ‘normative pri-
mary’ task the organisation ought to pursue. This is further complicated by the fact that organisa-
tions require openness, which leads to vulnerability.  
It might be said that there is a similarity between Argyris’ ‘espoused theory’, that is about the val-
ues people believe their behaviour is based on, and Armstrong’s theory of the ‘existential pri-
mary’ task that people believe there are carrying out. Both talk about the work people think or 
want others to think that they do, and they affect the individual’s relationship and connection with 
the organisation. But how do these espoused or existential task states affect what an organisation 
actually wants to pursue namely, targets, learning, and change? What affects the development of 
an espoused theory or of an existential task different and far from the normative primary task or 
from the theories people actually use? 
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The author believes that what affects this divergence is people’s resulting defensive acting. De-
fensive reasoning results in people moving away from what they feel anxiety for. To move away 
from what the organisation ought to pursue is the worst that should be expected. People lose their 
scope and direction, and their professional identities are created by the congruence or incongru-
ence between what they believe they are carrying out and what they should be carrying out.  
Defensiveness, as mentioned before, distances people from the things they should pursue, and 
primes them with a negative psychology, when the opposite is mostly needed. Defensiveness de-
focuses people from the task they should pursue and provokes questions of professional identity. 
It might be argued that this concern towards tasks other than the ones we have been given in the 
organisation, increases the levels of negative emotions felt. 
Armstrong (2004) argues that it is not the nature of the organisation that invokes negative emo-
tions, but the fit between its structures and the psychic demands associated with performing cer-
tain tasks. As a result, organisations are unconsciously constructed from people’s defences against 
anxieties, in an effort to move away from the negative feelings that the objective situation creates, 
which is the continuous effort to accomplish a certain task. The effort towards the accomplish-
ment of task characterises the organisation, both as a defensive construct and an intentional object.  
Emotions in organisations affect the individuals who experience them. But not only them. Arm-
strong proposes that if we think of emotions as a constituent of social life, it is more elucidating to 
think of the emotional life of organisations, rather than think of emotions in organisations. Ac-
cording to this reasoning, all emotional patterning should have a reference to an organisational 
object. It is for that reason expected -given that there is an emotional life in the organisation and 
emotions are not expressed outside  it-, that every emotional expression should have a reference to 
an object, which could be equally conscious or unconscious and more or less related to ‘reality’. 
This ‘object’ is determined within a background common sense, in which the character of person-
world relations is seen as a given, without being rationally visible to them (Shotter 
2002).Consequently, this involves appraisals and development of relational meanings. In that 
sense, the organisational object is a postulated attribute of the organisation’s emotional life on 
which individuals and groups ground their emotional experiences. The organisation as an inten-
tional object of construct is enlivened by four conditions which arouse feelings. The first is the 
task dimension, the second the structure dimension, the third the identity dimension and the fourth 
the ecological dimension (Armstrong 2004). 
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It follows that it is likely that affect and emotions should be socially constructed and shaped by 
the objective processes and structures, by the capacity of the organisation to relate to its context 
(the task it does and how it does it), by the organisation’s form of activity (the sets and practices 
that uses in order to operate) and by the forms of emergent identities. 
Looking at the organisation as an enterprise, namely as a group of people whose emotional ex-
periences are connected to the organisational object, it might be said that organisational practices 
are in a state of tension within the context in which the organisation operates(Armstrong 2004). 
Whenever there are changes in this context which challenge the way the organisation does its 
work (a demanding time for the organisation), these tensions surface, because they influence peo-
ple’s appraisal process and consequently their emotional experiences. It is expected then that the 
emotional experiences deriving from the organisational object create questions of professional 
identity in the organisation, which are linked to questions of future survival and the costs of this 
survival. 
The organisation as an intentional object reflects the appraisal of the person – environment rela-
tionship and the coping capacities of the individual, who intentionally constructs plans to improve 
this relationship. Both the development of the organisation as an intentional object, and as an un-
conscious defensive construct, promote the importance of the meaning that work has for the indi-
vidual, as the main factor in appraising the relationship of the individual and the organisation, 
whether or not favourable to the individual’s interests, ideas and ego-identity values. 
Organisational leaders need to build sustainable organisations, which deliver performance for the 
present, while ensuring a remarkable future. But this requires new thinking and action around 
business concerns. There are strong elements which keep people locked into their current think-
ing, and which limit their actions to single or even double-loop learning processes- as will be ar-
gued later-, and which are constructed through the interaction of the person with the organisation, 
being at the same time constituents and an outcome of the construction of a person’s relational 
meaning from the job.  
It is not very common for an organisational purpose to lack clarity at the top of the organisation. 
However, and all too often, this clarity is not shared by most people in the organisation. So when-
ever the leader or the management team demands better performance, a stressful environment is 
constructed. Tasks are unclear, views vary, opportunities are not appreciated, things turn to ra-
tionalising why they cannot be done, and resistant behaviour appears. Identities emerge, and prac-
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tices lay the ground for the discourses. Eventually the question is: how one could influence the 
thinking and actions of others in order to generate alignment?  
CONCLUSION 
In conclusion, it can be seen that modern organisation values participation and involvement of 
employees and asks for engagement and alignment to the organisational purpose. The demanding 
business environment requires people to be adaptable. This context promotes performance and 
continuous growth but also sets the problem of anxiety. One’s relationship with the organisation is 
based on exchange, and on one’s perception regarding future outcomes for self-well-being. Anxie-
ty then becomes an aspect of personality and social behaviour correlated with self-esteem and de-
fensiveness. Anxiety produced by environmental factors and one’s trait anxiety, impair perfor-
mance. The level of one’s anxiety influences a range of cognitive functions like attention, problem 
solving, memory, and concept formation, and relates to the organisational task.  It can also be an 
inhibiting factor to learning and performance. Shared meaning is important. Letting people nego-
tiate and share mutually agreed relational meanings, gives further form and structure to the back-
ground common sense of the organisation. In order to influence the development of shared rela-
tional meaning, we should influence thinking, talking and action. This study therefore proposes a 
different understanding of the role that positive emotions and learning could play in organisations, 
to resolve the problem. The following sections aim to identify the critical issues on which we 
should focus upon in order for the relationship of person-organisation to flourish.   
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EMOTIONS  
Words such as fear, anger, happiness, love, etc. are embedded in our everyday lives, and are easily 
identified as different emotions. In a simplified acknowledgement of the existence of these con-
cepts, we observe that they are part of the human being’s common sense and understanding, pro-
viding predictions, questions and answers.  
However, for psychologists, concepts of emotion and the theories on these concepts vary consid-
erably and are confusing and contradictory. The definitional confusion especially of the main 
question : “what is an emotion?”, which still remains unanswered, puzzles  the reader–especially 
if not a psychologist- in terms of what the author means when the word “emotion” is used.  
Affect, Emotions, Feelings, and Moods 
Although the terms ‘emotion’, ‘affect’, ‘feeling’ and ‘mood’ are occasionally used interchangea-
bly, distinguishable attributes exist between them, depending on the different traditions under 
which emotions have been theorised. 
According to Reeve (2001, p. 429) “emotions are rather rare in daily experience”. However, 
“people are always feeling something”. But what do they feel? Frijda (1986) Davidson (1994) 
Watson and Clark (1994) Carver (2003) Reeve (2001) believe that people generally feel some 
level of affect; and most of the time this affect is either positive or negative. For Frijda (1986), the 
essence of the emotion is feeling and, particularly, affect. 
Carver (2003) uses affect in the sense of a feeling of either pleasure or pain, considering it in one 
dimension as the experience of valence, a subjective sense of positivity or negativity arising from 
an experience. Russell (2003) has a similar position, as he uses the term ‘core affect’ to describe 
the commonly used term ‘feeling’, while Watson and Clark use the term ‘affect’.  
“Core affect is that neurophysiological state consciously accessible as the simplest raw feelings 
evident in moods and emotions” (Russell 2003, p.148). 
Russell’s model of core affect suggests that the feeling at a given moment is a combination of two 
dimensions: the level of pleasure-displeasure and the level of activation-deactivation. For 
Fredrickson (2001), affect is a more general concept, that refers to the consciously accessible feel-
ings conceptualised as either positive or negative emotional activation. The prevailing level of ac-
tivation (positive or negative affect) forms for Frijda (1986) a side condition for emotional re-
sponses generally. 
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 “Core affect is primitive, universal and simple. It can exist without being labelled, interpreted, or 
attributed to any cause” (Russell 2003, p.148). Like core affect, affect is more general in nature 
and does not necessarily come from a specific stimulus. Only when a cause changes the affect, 
and becomes the object, is affect attributed to that object, creating the attributed affect.  
Fredrickson (2001) agrees that emotions have an object and that they come about through some 
personally meaningful circumstance, while affect does not. They usually fit into discrete catego-
ries of emotion families, while affect can be conceptualised as either positive or negative emo-
tional activation.  
Clore (1994), Carver (2003), Davidson (1994), Frijda (1986), Reeve (2001) consider both emo-
tions and moods as affective states. However, from all the affective states, only emotions and af-
fect have a general object (Frijda 1986) (Clore 1994) (Lazarus 1994c). Frijda (1994a), in analys-
ing emotions and moods, gives the following indirect definition of emotion: “In the states that we 
call emotions, affect, appraisal and action readiness are object focused, whereas in those that we 
call moods these elements lack such a focus” (see Frijda 1994a, p.61). 
Emotional experience is dominated by positive or negative affect. 
“Positive affect is a dimension of pleasurable engagement. It exists as a person’s current 
level of pleasure, enthusiasm and progress towards goals. People who feel high positive 
affect typically feel enthusiastic and experience energy, alertness, and optimism, whereas 
those who feel low positive affect typically feel lethargic and experience apathy and bore-
dom”  
“Negative affect is a dimension of an unpleasant engagement. People who feel high nega-
tive affect typically experience dissatisfaction, nervousness, and irritability, whereas those 
who feel low negative affect typically experience calmness and relaxation” (Reeve 2001, 
p. 430). 
As suggested from above and for the purposes of this thesis we will consider affect being the 
same as emotions. 
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 Functionality 
“Core affect is involved in motivation, reward and reinforcement” (Russell 2003, p149). A 
change in affect addresses the need to search for its cause. This influences behaviour and motiva-
tion. Positive affect supports approach behaviour (Carver 2003), and facilitates cognitive flexibil-
ity and creative problem solving, while negative affect provokes avoidance behaviour .“Positive 
affect promotes enjoyment of variety and a wide range of possibilities” (Isen cited in Carver 2003, 
p.254). That consequently means that positive affect induces openness to seek opportunities or to 
fix a problem, other than the objective currently pursued. Carver (2003) believes that this broad-
ening of attention is not a matter of adaptive value in the retention of genes for survival, as 
Fredrickson (1998a) and (2000b) argues, but that this adaptive value stems from the immediate 
consequences of broadening of attention. That simply means that the results are direct, as people 
find a way to notice their deficiencies or to grasp new opportunities. 
Positive affect is linked to activity engagement, as it helps individuals engage with their environ-
ment, explore new things and participate in activities (Fredrickson 2001). It has also been linked 
to greater liking for others, helping others, generosity, risk-taking, efficient decision-making, and 
greater intrinsic motivation in interesting activities (Reeve 2001, pp.432-433).  
Emotions 
Emotions exist as subjective, biological, purposive and social phenomena, and they cannot be set 
apart from these biological, social or cognitive functions (Lazarus, 1991). Consequently, they 
have a different character in each of the above-mentioned four dimensions. In order to define and 
understand emotion, Reeve (2001) suggests that it is imperative to study each of these dimensions 
separately, and then their interactions. First, the subjective dimension gives the ‘feeling’ to the 
emotion. This experience is subjective, and the emotion has meaning, intensity and quality with 
personal significance for the individual. In other words, the awareness of the emotion is phe-
nomenological. Second, the biological dimension is based on the activity of the nervous and hor-
monal systems, which participate in emotion and regulate behaviour. Third, the functional dimen-
sion is concerned with the meaning to the individual, and how an emotion benefits the individual 
by creating in him a desire to engage in certain coping responses to a situation, or not. Fourth, the 
social aspect of emotion is about communicating our inner self to the others by facial expressions, 
gestures and vocalisations. The addition and the constructive coordination of those four aspects 
result in a synchronised reaction to an eliciting event. This psychological construct is the emotion. 
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Scherer views emotions as a “sequence of interrelated synchronised changes in the states of all 
organismic subsystems, in response to an external event or internal stimulus event that is relevant 
to central concerns of the organism” (Scherer 1994, p. 27). 
Richard A. Shweder perceives emotion as an interpretive system. The emotions represent “the 
interpretation of somatic and affective experiences, by insight rationalisation of the experience 
followed by a plan” (Shweder 1994, pp. 38-43).Although action readiness is not clearly put for-
ward by Shweder; we believe that it is implied as the immediate consequence and tactics of any 
plan.  
Fredrickson (2000b) states that the emotion is a multidimensional reactionary inclination towards 
a stimulus that arises regularly.  The presence of the emotion is the starting point, in which the 
cognitive attainment follows. The subjective understanding of the emotion by the individual may 
or may not follow. The individual reacts at various levels: i.e. gnostic, physiognomic, expressive, 
neurological, physical, experiential, etc. The emotion is a form of reaction to environmental 
changes. If any stimulus exists, but engenders no reaction to that stimulus, then we have absence 
of emotion. 
“Emotions are changes in action readiness, changes in cognitive readiness, or changes in readi-
ness for modifying relationships with the environment, or changes in readiness for specific con-
cern-satisfying activities”. Emotion is additionally defined as “action readiness change in re-
sponse to emergencies or interruptions” (Frijda 1986, pp.466-474). 
Lazarus (1994, p.362) considers emotions as a system of interdependent variables, each influenc-
ing various aspects of the emotion process, while each discrete emotion is generated by some 
combination of these variables.  
Before now elaborating in different aspects of emotions, it is important to point out that although 
both biological and cognitive systems interact to activate and regulate emotions, this study mainly 
examines the potential contribution from the different traditions within the cognitive study of 
emotions. Consequently the potential contribution of cognitive, social and cultural influences to 
emotions is emphasised. The cognitive perspective is more inclusive than the biological, because 
it accepts that emotions arise in relation to situational meaning structures, and that they are em-
bedded within language, within socially constructed ways of acting, and within social roles.  
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Nevertheless, although the biological orientation to the study of emotions shows that emotions 
could be activated by biological processes, facial expressions and/or without a prior cognitive 
event, this perspective provides an incomplete understanding of emotions, because it is detached 
from appraisal and social interaction, thus ignoring the cognitive and socio-cultural aspects of the 
emotions. 
Functionality 
“Emotions serve concern satisfaction; they do so by monitoring the relevance of events and by 
modulating or instigating action accordingly” (Frijda 1986, p.475). Emotions help to overpass 
fundamental life tasks (Ekman 1994), serve to adaptation (Izard), provide information that helps 
in establishing the meaning of the situation (Clore 1994b) and help to establish our position in re-
lation to other’s (Levenson 1994). Moreover, they serve to inform others about our motives, func-
tioning as a motivational system (Scherer 1994), (Clark 1996), (Frijda 1994) (Watson 1994) 
(Reeve 2001), (Carver 2003).  They also represent calls for reprioritisation (Simon 1976). 
Lazarus argues that although the role of emotions is complex, it is nevertheless central to our 
lives. Emotion is a reaction to daily events and long-term efforts of a person in order to survive 
and advance. In this sense, emotions are seen as coping and adaptive processes, and are therefore 
part of the effort to monitor and follow changes and challenges arising from the environment in 
which one lives (Lazarus 1991a). Frijda argues for the same functionality of emotions from a cog-
nitive perspective, in which emotions serve to appraise the relevance of events for the individual 
and serve to elicit a certain experiential, behavioural or physiological response. However, we 
think that he goes further, by arguing that emotions express the individual’s awareness of his or 
her position in the world, rather than serve as adaptations to that world, implying a more construc-
tionist conceptualisation of their function.   
The awareness of emotion can modify self-image, as one gets to know oneself and / or the world. 
“Every emotional response tends to be evaluated in terms of one’s evaluation and other norms 
and values” (Frijda 1986, p.245). Emotional experience provokes reaction and interaction of oth-
ers, and has external consequences. However, the fact that it includes awareness of these conse-
quences raises the question of emotion regulation, controlling, or exploitation, in order to achieve 
certain goals.    
The anticipation of a certain social reaction affects the emotional experience and the emotions 
felt, and determines self, external consequence and social significance of emotions.  
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The different dimensions of emotions 
Russell (2003) tries to incorporate different theories about emotions, and draws on the primitive 
processes of core affect and the perception of affective quality, combined with or without, as the 
case may be, the presence of information processing and behavioural planning, to explain all emo-
tional expressions. In this view, emotions are seen as a dynamic psychological construct, and this 
constructionist stance is what actually differentiates it from the traditional model of the emotions, 
as an event that mediates between an antecedent and its causal manifestations (feelings, facial and 
voice signals, autonomic patterns and instrumental actions).  
Russell’s (2003, p.152) framework draws on the resemblance between a pattern of core affect, 
affective quality, attribution, appraisal, emotional meta-experience and regulation, which formu-
lates a prototype of an emotion. The key is the emphasis given to the constructionist nature of the 
model and specifically of the emotional meta-experience which actually provides the experience 
of a specific emotion “Emotional meta-experience is the construction of a coherent narrative, in-
terpreting, packaging, and labelling of the episode thereby integrating this episode with general 
knowledge” (Russell 2003, p.165).  
However, the social constructionist nature of emotions in terms of the impact of social roles and 
concepts is not considered. For that reason, and because the biological aspect is also not taken into 
consideration, Russell’s framework of emotion as a psychological construct looks incomplete.  
In a relative mode with meta-experience, emotional experience for Frijda is the reflexive (or not) 
perceptual experience, that is, the situational meaning structure for the individual, which causes a 
response and which constitutes the exact description of an emotion. To have an emotional meta-
experience is to categorise how one’s state effects behaviour (Frijda 1986, p. 192), as well as how 
it mediates in the emotion regulation process. Most importantly, it draws on a prescribed sequence 
of events: “[…] when it happens draws on mental categories of such as fear, anger (emotions) 
which are structured as a script […] that specifies a temporally structured and causally linked 
sequence of sub events;[... ] the meaning of such concepts depends on their role in a larger system 
of meaning” (Russell 2003, p. 164). However, it is not clear if the theorists appreciate that emo-
tional experience is influenced by acquired discursive rules, and if they are receptive to the con-
cept of the performative aspect of language.  
We argue that if reflection and perception result constitutes experience, justifications of our ac-
tions are possible, but since they are not based on awareness, the experience of the apparent ‘real-
ity’ of the events and the ambiguity of experience can be questioned. Thereby for constructionism, 
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the whole discussion of experience leads to the debate on the role that cognitive factors play in 
emotion.  
The cognitive dimension - Cognition and Emotion - Appraisal and meaning  
As coping and adapting processes, emotions are a part of the continuing effort to monitor any 
change, stimuli and the possible stresses arising from the environment (Lazarus 1991a). The 
minimum cognitive prerequisite for an emotion is that a person senses a goal-relevant stake in the 
environment. Thus emotions occur because people understand a personal stake in the confronta-
tion with other people or with the environment.  
Condition of the environment and one’s personal goals interact to provide the cognitive basis of 
an emotion. “An emotion is always about certain substantive features of the relationship between 
a person and an environment” (Lazarus 1994a, p.209). The resulting emotion is then positive or 
negative, whether the conditions for the person are appraised as favourable or unfavourable. Ap-
praisal is a negotiation between environment conditions and a person’s goals, and its process re-
sults in relational meaning. The cognitive basis for the emotion is the relational meaning. Addi-
tionally important for the development of emotions is the coping capacity, since it alters the rela-
tional meaning, through its effect on the appraisal process. 
Meaning is always derived and judged in relation to the individual’s interests, values and stan-
dards. It is derived from the interaction of the individual with the environment and is unique to the 
individual in a particular situation; meaning is situated. Two individuals in the same situation may 
therefore develop completely and distinctively different meanings. This difference is explained 
both in terms of environmental variables, as well as in terms of personality variables. Environ-
mental variables are demands, constraints, social network and support variables, resources and 
adaptation outcomes. These, together with the ambiguity of the environmental displays and the 
imminence of an outcome, are factors affecting meaning formation. Personality variables from the 
other side include goal hierarchies and beliefs about the self and the world. Both variables 
strongly influence the appraisal and underpin the emotional response.  
Situational meaning 
For Frijda (1986) the awareness of a situation is emotional, because it is meaningful for the indi-
vidual who experiences this situation in relation to the situation’s meaning structure. Every situa-
tion contains personal as well as other characteristics, which represent emotional cognitions, and 
all form what Frijda calls situational meaning structures. These structures draw on different emo-
tions and modes of action-readiness and the opposite; different emotions are due to different situ-
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ational meaning structures. Lazarus has initially brought the hypothesis of situational meaning 
forward, and later Frijda has applied it to three major component categories: core components, 
context or action relevant components and object components with an extensive subcategory 
breakdown, with the objective of organising meaning components from the perspective of primary 
and secondary appraisal. 
If one considers the organisation as the object of a continuous appraisal process of employees, 
then constructions of meaning in relation to work and organisation developed from the interaction 
of the individual with the organisation, is of prime importance, since meaning is always con-
structed in relation to the object. 
Meaning is a key component of climate 
Meaning is a key component of emotional climate. An organisational or group emotional climate 
results from cumulative individual meanings: organisational emotional climate is shared in the 
group, but is expected to represent distinct emotional experiences, since individuals contribute to 
it differently, inasmuch as they experience it differently within the group. Following the argument 
that meaning is the essence of climate, in the case of the construction of the organisation as an in-
tentional object, it can be argued that the task, structure and identity questions affect the con-
structs of meaning, and consequently influence the emotional climate. This addresses the impor-
tance of meaning in the development of one’s perception and consequently of the group and the 
organisational emotional stance. 
Considering the ‘broaden and build’ theory, it is expected that the shared emotional climate result-
ing from individual positive meanings and positive emotions develops a shared positive meaning 
for the group, which in turn develops shared positive emotions for the group.  
From the above, we can infer that emotions represent personal meaning. Thus they are important, 
because in order to alter people’s behaviour, organisations should listen to the meanings people 
create when they deal with each other. As a reaction, they should introduce practices which allow 
for the free emotional expressions within. Meaning is therefore all about engagement. Positive 
meaning is engagement.  
Appraisal 
In order to narrow down and specify which emotions are more likely in each situation, we should 
analyse on an individual basis other dimensions and components of appraisal, such as the person’s 
coping potentials, ego-involvement, blame or credit assigned, and future expectations(Lazarus, 
1994b). These additional cognitive prerequisites assign additional meanings. 
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Lazarus’ ‘primary appraisal’ consists of the primary stakes one has in relation to the outcomes of 
a situation and an encounter he is faced and/or dealing with. The three primary appraisal compo-
nents are goal relevance, goal congruence and type of ego-involvement.  
Relevance indicates whether there is a personal goal involved in a given situation. The existence 
of a goal foresees that an emotion will follow, which then depends on the importance of that goal 
for the individual. The second primary appraisal component of Lazarus’ theory, goal congruence, 
means the appraisal of the situation as potentially good or bad for the individual. It is on the goal 
congruence or incongruence, that the segregation of the resulting positive or negative emotion is 
developed. The third component of primary appraisal – the type of ego-involvement (or the goal 
content) - is responsible for the further differentiation of specific emotions. It is related to the type 
of goal, and depends on moral values, ego ideals and ego identity, in order to shape the final re-
spective emotion. 
‘Secondary appraisal’ is all about coping capacity. It consists of three components, namely, 
blame or credit, coping potential and future expectations. Blame or credit depends on the accoun-
tability or responsibility for the outcome (harm, benefit or threat) and on the level of control the 
individual has on his or her actions towards the outcome in a specific endeavour. Coping potential 
is about the way one can influence -if possible- the self-environment relationship for the better or 
in the required way. The last element, namely future expectations, is about what is expected to 
happen in relation to the changes that the future brings, and also includes beliefs about coping ca-
pacity in relation to the future (Lazarus 1991b).  
(Scherer 1994) argues that an emotion depends on the relevance of an event to an organism’s goal 
and need hierarchies. Thereby, the variables which affect the appraisal process should somehow 
be prioritised and should formulate a type of hierarchy. Lazarus specifies that this prioritisation is 
formulated by the self – ego identity; one’s interests in the world versus the interests of others.  
The self-ego identity is responsible for prioritising and bringing forward certain emotions instead 
of others, “[…] by organizing goals in terms of their relative importance and regulates which one 
is to be acted on under giving conditions” (Lazarus 1994, p.363).  
Lazarus’ theory posits that coping is mainly linked to psychological stress and is a key variable of 
the negative emotions; in this sense, coping follows emotions in order to regulate any emotional 
stress. However, coping also shapes subsequent emotion, either by acting on the environment 
and/or the self, or by attempting to alter what is in the person’s mind. 
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Problem-focused coping helps to develop actions which have the objective of changing the person 
–environment relationship for the better. This is about the way one can influence this relationship 
and the expectations one has for the future ending of this relationship, in the methods for change 
and for effective or ineffective coping capacity (Lazarus 1991b). Emotional-focused coping has to 
do with the attempt to alter what is in the mind, either by attention deployment or by changing the 
meaning the situation has for the individual. In both instances, a change in the relationship or a 
change in attention, or in the meaning, changes the appraisal of the situation.  
Rationality, Reason and Emotion 
An emotion can be defined as reasonable in that it conforms to a given set of generally created 
circumstances, and is therefore considered normal. However, in a case like that, the emotion could 
be unreasonable, since if an argument and a justification is used, a rational approximation is util-
ised. When emotions are treated as motivators of action, they are used extensively to excuse, ex-
plain, or justify our actions. DeSousa (1990) believes that the power of an emotion to motivate is 
independent of its own rationality.  
Emotions are responsive to changes in thoughts and beliefs. That makes people believe that emo-
tions can be rational. However, they are not reducible to thoughts and beliefs, as is reason, and 
can therefore also be irrational. But in a situation where reason is not enough to make a decision, 
for example if there are many similar alternatives or if complexity is high, emotions help to 
choose the right direction. So they get their meanings from their relation to a situation. It is the 
situation that defines the roles, feelings, and reaction characteristics of an emotion. Taking a 
physiological perspective, Taylor (2001), contends that reason is the basis of rationality, but that it 
is linked in many ways with emotion. In examining neurobiology theories about the links of cog-
nition to emotions, he accepts that emotions are inherently cognitive, arguing that emotions guide 
the process of reasoning. Thus people are unable to reason without the emotional aspect that val-
ues the positive or negative decisions they have to make.  
An emotion can be objective as long as it conveys subjective information about the world people 
create. DeSousa (1990) believes that emotions cannot be subject to cognitive rationality, but that 
the cognitive processes that follow the emotions help the individual in a rational way to cope with 
life situations. In contrast, Fredrickson (1998) argues that emotions could be dependent on their 
own rationality, as they have the power to motivate, and can consequently justify and excuse ac-
tions from the subjective point of view of the individual. For positive emotions which have the 
ability to broaden and build certain resources, their power of motivation can be considered as in-
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dependent of their own rationality. This is done partly because they do not possess specific action 
tendencies, and instead are open and vague. Emotions help one to overcome and deal with what-
ever situation one is facing. Emotions do this by giving people hope and resilience to fight to-
wards a goal, and providing the motivation towards the achievement of every life endeavour. This 
process is not necessarily rational or irrational, because humans simply are not “full” of rational 
resources at any given time. Some tasks seem impossible to follow, while others are easier, but 
emotions in any case provide the strength to deal effectively with them.  If emotions do serve mo-
tivation so well, then it can be argued that they are rational in the sense that they involve a pur-
pose on the basis of individual welfare and wellbeing. This function in terms of the individual is 
rational; and it is as good for the self inasmuch as it is also rational for the self in subjective terms 
from the point of view of the individual. ‘Reality’ is an individual ‘reality’, emotions are convey-
ing an individual ‘reality’, and are thus capable of being rational implementations of individual 
life.  
Smith and Sharma (2002) argue that in order for organisations to develop leadership and respon-
sibility throughout all the levels of the organisation, a proper balance between rationality (techni-
cal factors) and non-rational factors as emotions is needed. Smith and Sharma argue that organisa-
tions do not allow emotional expressivity, and ignore emotional ‘reality’ in favour of rationality. 
Putnam and Mumby, (see Smith and Sharma 2002) emphasise that rationality is socially con-
structed and is being rather the key mode of organising.  
The issue of emotional suppression in the organisational context (which is an issue just as in other 
social contexts) is later on seen in the thesis as emotional labour. However, it can be argued that 
society and organisations have erroneously equated emotional suppression with emotional matur-
ity, and occasionally with emotional intelligence.  
Rutgers (1999) argues that even in the most rational organisational environments, it is difficult to 
understand all actions on the basis of goal rationality (or by reference to organisational goals) due 
to the limitations of the applicability of a mutual goal rationality, which concerns the different 
values of people and the different interests in the organisation. Irrational phenomena such as emo-
tions and ethics often play important roles in clarifying emotions. Additionally, Rutgers projection 
of the organisation as culture, presumes that meanings, and not goals, are the key issue in man-
agement. (That shows that value rationality can be accommodated in management theory). 
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Smith and Sharma (2002) presume that by introducing face-to-face communication and changes 
in the tone of meetings, individuals can have better interpersonal relations through self-reflection, 
self-disclosure and emotion, while they will be energised to accomplish more. 
The social dimension 
Social relationships are important for individuals. Individuals’ interactions contribute to the crea-
tion of particular identities and social roles in which emotions have an important function. Shared 
experiences, equity and exchange all affect emotions. Social settings define which emotions are 
appropriate and expected to occur in a certain situation. Consequently, people construct their own 
emotional experience based on social situations and norms.  
When we share positive or negative emotions, we do not only enjoy mutual enjoyment or distress, 
but also build and maintain relationships that are central to our lives, for the future. It is by this 
sharing of emotions that people use story-telling to explain to others what has happened and how 
they have interpreted what they have felt. 
Ethologists see emotions as communication mechanisms between individuals or internal bigger 
social groups. They have also noted that cooperation and turn taking are common features of so-
cial play, and have argued that these practices serve to build social relationships (Fredrickson 
1998, p.311). 
Emotions are inherent to social order, working structures, conflict, conformity, influence, politics, 
etc. They are products of socialisation and manipulation (Fineman, see Tran 1988). Individuals 
bring to their working environment emotional components, and they influence their colleagues 
and the organisational system. Their emotional character defines this influence. Co-workers de-
scribe themselves in terms of emotional qualities, and the emotional characteristics of the system 
are the ones that are mentioned most often in terms of job satisfaction (Lofy 1998). 
“We cannot understand emotional talk, without reference to the social context, within which the 
individual is situated” (Butt 1999, p.131).  
Gergen (1985) argues that the concept of emotion does not represent an ‘internal reality’, but is a 
constituent of social process, and getting its value in terms of the social practices in which it func-
tions. Bendelow and Williams (1998) agree that the attitudinal and physical activation of emotions 
always occurs in a social-relational context, in a relational perspective beyond the conceptualisa-
tion of emotion as a merely internal state. 
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Butt (1999) argues that people acquire discursive skills from a world of language which predates 
them. In the same way, they acquire rules about emotional experience and emotional talk, which 
involves the discourses that surround them and not the experience per se.  
Stewart (2002, p. 146) argues that our understanding of the world is based on narratives: “an-
chored in stories and the way we deal with our experiences is done with the use of narratives”. 
He believes that personal as well as collective narratives guide our actions and are central to hu-
man life. Human activity and experience is laden with meaning, which we communicate to other 
people through stories and narratives. These narratives are the vehicle of the communication, 
rather than logical arguments or logical formulations (Hevern 2003). This was initially defined by 
Bruner (1996) as the dichotomy of the narrative forms of thought in relation to paradigmatic 
forms of thought.  
However, apart from the sensory interface between body and world, the affective component is 
not fully represented in these approaches. The sequence of events that make up any emotional epi-
sode is neither fixed alone by biology, or by cognition, nor fixed by social rules, as social con-
structionism theorises it. It is rather constructed anew each time, to fit its specific circumstances 
(Russell 2003). There, are therefore elements which are not purely discursive, like the influence of 
embodied factors, the materiality of the world, and the power and inequalities arising from the 
structural features of society. For instance, in an organisational context, control and trust arise 
from and affect discourses generated, but also combine elements of the key element of power.  
EMOTIONS IN ORGANISATIONAL SETTINGS 
Although the importance of emotions in working experience is well recognised, study of the role 
of emotions and emotional expression in the workplace has been limited, and neglected by psy-
chological research. One reason may be that the terms affect, mood, sentiment and emotion are 
used interchangeably throughout the literature, with no clear differentiation among them, which 
results in overlap among the concepts, and confusion with regard to the nature of emotions. A 
second reason may be the fact that emotion expression is still undesirable in organisational set-
tings. 
Emotional climate  
According to the acknowledgement that emotions have a profound role in organisations and that 
rationality goes hand in hand with emotions, Papantonopoulos (2003) has  argued that the focus 
has passed from treating organisational climate as an objective organisational characteristic, to 
seeing it as an individual’s perception element. This argument leads researchers to consider cli-
44 
 
mate in relation to meaning and sense-making, decision-making, and lately in relation to emo-
tions. Although emotions have been present for years in concepts and key organisational perspec-
tives like empowerment, satisfaction, motivation and the learning organisation, they have never 
been considered as key determinants of the organisational climate. The argument now is that emo-
tions shared and spread in the organisation, are an element of the climate in organisations, of such 
importance as to constitute an emotional organisational climate. 
Emotional climate is considered a major component of organisational climate. Since climate af-
fects receptiveness to change and the degree of acceptance of new directives, it seems important 
to consider it in understanding relations, identities and behaviours. Culture is developed by the 
shared interpretations of events, and by people’s approaches to organisational climates(Brown and 
Brooks 2002).  
As climate is an individual perception of the organisation’s results from exercising practices, pro-
cedures and rewards, it cannot be an organisational characteristic that endures, but rather a flexi-
ble construction linked to the individual meaning-creation, which is then shared to develop the 
climates and the resulting identities and behaviours in the organisation.  
Brown and Brooks (2002) stress the importance of emotions and their role in the development of a 
specific organisational climate and culture. Climate concerns what employees feel about the or-
ganisation’s practices, procedures and rewards. Culture is about how things work in the organisa-
tion. Organisations have many different climates, which are shared, and make up the culture of the 
organisation. 
Another important factor that can be linked to the interest in the creation of a shared meaning is 
the fact that although climates are shared, they are affected by individuals’ differences. The emo-
tional differences of each member of the group are complementary to the overall groups’ emo-
tional climate, and at the same time they specify how each individual experiences this group cli-
mate (Brown and Brooks 2002). It can be argued that here positive emotions help in the develop-
ment of a shared positive meaning which is able to align differences between group and individual 
emotional climate.  
As emotions depend on the relevance of a situation to one’s personal goals and hierarchies, we 
should not underestimate their importance in the organisational settings, for four main reasons 
(not clearly distinct, but interrelated): first, they are usually seen as having personal significance 
and therefore treated as such, as a responsive reaction of the individual in order to deal with vari-
ous demands. Second, they simultaneously reflect a present and an emerging organisational ‘real-
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ity’ and thus should be confronted with care (they are situated, but situational meaning also incor-
porates expectations for future outcomes). Third, being socially constructed, they represent one 
sense (of one’s embodied feelings) of how well the self is positioned in relation to others and to 
the circumstances, and are constantly in the process of construction (partially constructed and 
open to further construction). Fourth, they incorporate appraisals of clarity of task, structure and 
practices, which impact one’s identity. 
Although it has been repeatedly found that positive emotions, such as confidence, happiness and 
optimism, as well as joy, love and interest, can contribute both to physical and to psychological 
well-being, research interest within the domain of organisational psychology has mainly been fo-
cused on the study of negative emotions.  
Anxiety 
Anxiety is reported as the main feeling resulting from new organisational conceptions (Argyris 
1999), (Armstrong 2004), (Fredrickson and Kareem 2005b). (Lazarus 1991b) argues that as there 
is nothing obvious to avoid,  and that although there is no external agent to be held responsible,  
people blame an external agent for the harm, which they consider as the source of anxiety. This 
suggests that people who experience anxiety and subsequently develop persecutory feelings to-
wards others in the organisational environment, are not always certain about the true agent that 
provoked the harm (if any), yet try to relate the threat to a concrete event. This indicates that in 
states of anxiety where meanings are vague and symbolic, people, in their attempt to deal with 
anxiety, may direct organisation away from its primary task, by constructing organisation on de-
fensive responses, developing it as a means of defence against anxiety. The resulting effects of the 
other negative emotions of anger, guilt or fear are also similar. Armstrong writes that unconscious 
processes in groups have generally been viewed as defensive responses to anxiety. Individuals 
unconsciously organise organisations as a means of dealing with anxiety. Defensive processes re-
lated to the work of the organisation may corrupt the latter’s primary task. Obholzer et al  (2004) 
argue that anxiety - a very common emotion in organisations today- basically arises from the na-
ture of work, which can have a significant effect on one’s state of mind. This anxiety makes one 
organise work patterns defensively, seeking to maximise psychic defensive mechanisms against 
the primary task, and not in its service. In that instance, the connection of the individual and the 
organisation is through a continuous evaluation of his/her personal strengths and personal well-
being in relation to that of others dealing with situations and events in the organisational setting. 
Obholzer and colleagues believe that the same can also happen in groups, in the case of a multi-
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function, multi-group organisation, and that this again results in  ineffectiveness (which hides the 
true defensive reasoning) leading interest away from the primary task.  
Negative emotions assist in narrowing and defensive responses 
Negative emotions make organisational members narrow their thought and actions repertoire, and 
as a consequence diminish their ability for decision and action. Experiences of negative emotions 
result in people holding on to specific action tendencies imposed by these negative emotions 
(Fredrickson 2001). In the case of anxiety, fear, hostility and guilt, the action tendency is avoid-
ance or escape.  
Watson, Clark and Carey (1988) have clinically studied the effects of positive and negative affect 
on the mental-psychic health of patients. The key finding was that negative affect was positively 
correlated with anxiety symptoms and depression, while it could be used as a psychopathology 
future indicator. Conversely, positive affect was negatively correlated with depression.  
Emotional labour 
“People not only have emotions, they also handle them” (Frijda 1986, 401). Emotion regulation 
for Frijda (1986) is about promoting or inhibiting a certain action tendency. However, it concerns 
every phase of the emotion core process that leads to the action generation (output), meaning: the 
external stimulus event (antecedent), the primary appraisal, the secondary appraisal ending in the 
situational meaning structure, the evaluation of urgency seriousness and difficulty, and the action 
readiness change.  
Emotion regulation is used in literature interchangeably with emotional labour and emotion work. 
However, emotion labour and emotion work are considered as output focused, whereas emotion 
regulation can be referred either as output-focused, input-focused, or both.  
For Frijda (1986), input regulation includes not only avoidance approaching or modification of 
external stimuli, but also self-generated stimuli like thoughts, fantasies and memories. 
Emotional regulation, or work adds to the problematic of the situation representing employees’ 
efforts to express appropriate emotions in a given situation, according to the organisation’s ac-
cepted norms. Emotional labour involves the open exploitation of employees so that they fit the 
requirements of certain job situations – as when dealing with customers or suppliers. It constantly 
guides one’s actions, evaluating which emotions are appropriate and which are not, resulting in a 
steady regulation of expressions, and in behaviour that expresses involvement in the organisation 
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(Brown and Brooks 2002). Cote and Morgan (2002) explored the association of emotion regula-
tion4 with job satisfaction and intentions to quit and found that suppression of unpleasant emo-
tions decreases job satisfaction and increases intentions to quit while the amplification of pleasant 
emotions increases satisfaction. Gallahan (2002) has used emotion ‘management’ with the mean-
ing of emotion labour, in researching the ways it influenced organisation action. She suggested 
that emotion ‘management’ did not allow new patterns to be developed, temporarily keeping the 
individuals and the organisation in a comfort zone; since they were avoiding conflict.  
Emotional dissonance is the resulting conflict between one’s experienced emotions and those 
which the organisation, requires. Abraham (1999), researching output-focused emotion regulation 
in around 103 customer service representatives of organisations from services industries, sug-
gested that emotional dissonance induced job tension and led to emotionally exhausted (dissatis-
fied and burned out) employees. She further suggested that self-esteem was involved as antece-
dent, mediator and moderator in this process. Employees with low self-esteem were more likely to 
experience emotional dissonance, and experience exhaustion, while others’ self-esteem has been 
reduced by emotional dissonance, making them feel dissatisfied. 
If input regulation is also involved in our thoughts, the thoughts created by increased dissonance 
lead to thoughts and images regulation, which, according to Frijda, equate with an external stimu-
lus regulation. That means that although there is no external stimulus for an emotion, the rele-
vance of the internal stimuli (like thoughts) elicits an emotion and leads to a certain meaning 
awareness, according to the relevance of the thoughts to self (Frijda 1986). 
If emotion regulation results in negative meanings, the accumulation of the negative effects of 
emotional regulation in organisational settings should help in the development of individualism, 
since emotion regulation has to do with the management of the feelings of others. We may also 
argue from the above, that, in the same sense as emotion regulation, emotional intelligence, while 
claiming to liberate employees from the handling of emotions, looks like an attempt to involve 
them with reason, and therefore, to advocate the instrumental requirements of the organisations. 
Job Performance / Productivity 
Positive organisational research investigates the link between positive affect and performance, and 
whether happy employees relate to productive (performance) organisations. Seligman and Schul-
man (1986) found that employees’ optimistic attribution for events predicted productivity, motiva-
                                                 
4 Cote and Morgan have defined and used emotion regulation as output-focused 
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tion and satisfaction in a sales job, while it was more likely that these employees showed persis-
tence in their goals. Additionally, the way individuals explained events by attributing them to re-
spective causes, foresaw how they responded to negative events in terms of persistence.  Cropan-
zano and Wright (2001) later indicated that in general, a positive relation between affective well-
being and employees’ performance exists, but this relation is rather questionable and depends on 
the way affective well-being is defined. 
 Affective events theory  
“Things happen to people in work settings and people often react emotionally to these events. 
These affective experiences have direct influences on behaviours and attitudes,” (Weiss and Cro-
panzano 1996, p. 11). This oft- cited quote indicates that there should be a relationship between 
organisational events and affective reactions. Specifically, the theory of “affective events”, de-
fines affective events as the “uplifts” and the “hassles” in the organisation. It also proposes that 
the accumulation of positive or negative affective events leads to positive or negative affective 
states among the employees, which in turn promote certain attitudes and behaviours.  Ashkanasy 
(2002, pp.14-15) advocates that the centre of this theory is the idea that it “is the affective state, 
which mediates the effect of the affective event on attitudes and behaviours”.Affective events of 
“uplifts” and “hassles” are used here with the same meaning as positive and negative affect. 
Therefore, for the following criticisms, the term “event” will refer to the affective events of “up-
lifts” and “hassles”. 
First, it is not necessary for the affective quality of “uplifts” or “hassles” to change one’s core af-
fect, “as stimulus can be perceived as to affective quality with no change in core affect” (Russell 
2003, p.149). The affective quality of an event, (the perception of which is based upon the contact 
with the situation as a perception of the non-affective qualities) does not necessarily result in an 
emotional reaction. It is the attribution of the event to an object, the linkage to a cause, and/or an 
occasional appraisal process, which guide attention and behaviour towards the object and results 
in a change in affect; this leads to affective reactions.  
Second, the situational meaning structures (Frijda 1986), (Frijda 1994),  (Lazarus 1991) , (Lazarus 
1994) are not considered in the “affective events theory”, since the definition of “event” con-
structs the “event” as something outside the individual who experiences the affective experience. 
Third, emotion mediation is not an “event” per se. If this were the case, it would be an affect regu-
lation process, which has no reference to an object. In contrast, mediation is conducted through an 
49 
 
“emotion regulation process”, that is, the management of core affect, appraisals, actions, etc., 
which are all directed at the object in order to satisfy specific goals (and it already incorporates 
attributions and appraisals concerning this “event”) (Russell 2003) and (Frijda 1986, pp.401-406).  
So overall, the theory looks incomplete, as without having an object (a perceived cause), the effect 
of the “event” results in attitudinal, but not in behavioural, responses. 
Helping behaviour  
Positive emotions and feelings could increase organisational productivity (George and Brief 
1992), as individuals with positive mood are more optimistic, and look forward to the moral re-
wards of their helping actions (Isen and Baron 1991). This could be identified with an urge to mo-
tivate moral action to both the giver and the receiver and the urge to repay kindness, as is also the 
case with gratitude, which is explained later on, in this study. 
It is further suggested that positive affective disposition could positively influence work situation 
and social support from supervisors and co-workers. Positive individuals receive more social sup-
port as well as more performance excuses. Staw, Sutton and Pelled (1994) implied that employees 
with positive affect, apart from performing better in the organisation, also receive better ratings 
and better pay over time.  Social support is a key element of stress and work strain reduction. 
Ganster et al (1986) argue that individuals who display positive emotions are more likely to be 
involved in social support; however this link is implicit, since there are questions regarding the 
relevant sources of social support and the other variables which are involved with work related 
stress.  
Negotiations 
Studies by Barry and Oliver (1996) have examined the rather underexplored predictive role of af-
fect in negotiations. According to these studies, emotions are involved before, within and after the 
negotiation process, embedding the integrative approach to negotiation. Baron (1990) has shown 
that positive affect negotiators usually set higher goals and remain co-operative and easy-going 
thought out the negotiation process. Forgas (1998) additionally found that positive negotiators are 
more confident towards the achievement of positive outcomes and more willing to keep their 
words and honour agreements.   
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Emotional intelligence 
Goleman’s (1996) oft-cited emotional intelligence model is characterised by three intrapersonal 
elements: knowing emotions, managing emotions, motivating oneself; and by two interpersonal 
qualities: recognising emotions and managing relationships. Salovey and Mayer (1990) proposed 
that emotionally intelligent individuals could generate a larger number of future plans, capitalise 
more on opportunities, and show persistence at challenging and demanding tasks, demonstrating 
an overall positive attitude. However, considering that the cognitive basis for an emotion is rela-
tional meaning –resulting from an appraisal process- , emotional intelligence in their modelling 
focuses on the ability to understand meanings based on the interaction of emotions with cognition. 
On the other hand, Goleman’s model suggests a more inclusive approach in which, apart from 
motivational, cognitive and emotional elements social activity is also involved. 
Positive organisational behaviour 
Luthans stresses the need for a more relevant and drastic approach in organisational research, 
namely positive organisational behaviour as “the study and application of positively oriented hu-
man resource strengths and psychological capacities that can be measured, developed, and effec-
tively managed for performance improvement in today's workplace” (Luthans 2002, p. 696). 
This definition includes notions more relevant to dispositional states than to dispositional traits, to 
which positive psychology usually refers. That is very important as, since the abilities that com-
pose positive organisational behaviour are based on states, they can be learned, developed, man-
aged, and changed. That can be achieved either via training programmes or through self-
development (Luthans 2002).  
Luthans proposes three terms that would be further explored and applied in the workplace: self-
efficacy (or confidence), hope and resiliency. With regard to self-efficacy, it appears that the pro-
file of the leader or employee with high self-efficacy is ideal for better job performance and effec-
tiveness. Greater correlation has also been found between self-efficacy and job performance than 
between other variables such as goal-setting or job satisfaction. Furthermore, self-efficacy has 
been found to positively influence goal aspiration and attainment (Bandura 2000).  
Broaden & Build theory 
Fredrickson (1998 and 2001) developed the ‘broaden-and-build’ theory, according to which indi-
viduals, when experiencing certain positive emotions, such as love, joy, contentment and interest, 
can improve and enrich their momentary thought-action repertoire. In other words, positive emo-
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tions ‘broaden’ an individual's scope of attention, cognition and action, which in turn has the ef-
fect of ‘building’ that individual’s enduring personal resources -physical, intellectual, social and 
psychological. Moreover, it is believed that certain positive emotions ‘undo’ the action tendencies 
and physiological activation generated by certain negative emotions (Fredrickson 1998 and 2001), 
(Fredrickson and Levenson 1998b), (Fredrickson et al 2000d) and initiate ‘upward spirals’ to-
wards enhanced emotional well-being (Fredrickson 2001), (Fredrickson and Joiner 2002). 
POSITIVE EMOTIONS 
The term “positive” defined simply in the sense of “polarity” only has meaning in relation to the 
term “negative”. In philosophy the term is used as the knowledge that displays affirmation to 
something, acceptance and certainty, about an objective world. It can be used in an irrefutable ar-
gument. The term may be used in connection with something positive. For example, in photogra-
phy, “positive” is the reverse of the “negative” film containing an image in which the dark and the 
light values are exactly the same as the original; it reproduces the original tones and colours.  
The term “positive” in emotions is something that is considered confusing, since there is no clear 
consensus in the bibliography about its definition. Considering the fact that there are many defini-
tions about emotions and negative emotions, it is assumed that the lack of a universal definition 
for positive emotions follows the same complex definitional pattern for emotions and negative 
emotions. A simple and functional definition, however, is that positive emotions are those emo-
tions which result from a positive appraisal and positive meaning-creation out of the evaluation of 
the person – environment relationship in every endeavour of stake for the self. 
General functionality 
We have argued in previous work that positive emotions have unique and important effects for the 
individuals and the organisation, in relation to one’s physiological, social, cognitive and psycho-
logical resources. Fredrickson’s theory basically starts from considering positive emotions differ-
ently to negative emotions in terms of action tendency predisposition, and proposes that the latter 
have neither specific action tendencies nor even tendencies for physical action (Fredrickson 
1998a). Fredrickson argues that positive emotions resemble urges to do anything or nothing, in-
stead of doing something specific (Fredrickson 2001). 
Consequently, contrary to the traditional “physical action tendency” theories of emotions, 
Fredrickson proposes that positive emotions have thought-action tendencies which are not spe-
cific, but are rather enriched and broadened. Subsequently, people who experience broadening of 
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their thought-action repertoire, as a result of experiencing positive emotions, are more able to pur-
sue creative and new or unknown paths of thought and action. 
Lofy (1998) has suggested that people who experience positive affect demonstrate creative and 
unusual patterns of thought. Additionally, these people demonstrate an increased preference for 
variety and can accept a broader range of behavioural options. Isen (1987) has suggested that 
positive affect broadens cognition and produces the ability to integrate diverse material.   
(Staw, Sutton and Pelled 1994) have shown that individuals who feel good have the tendency to 
forgive more easily, evaluate more favourably when interviewing, receive better evaluations from 
their supervisors, higher salary, and more social support, both from colleagues and supervisors. It 
has also been found that optimists tend to set higher personal goals, accept more challenging goals 
when set by others, all of which result in higher performance (Locke and Latham 1990). Further-
more, it has been shown that individuals with higher positive affect tend to interpret possible fail-
ure as temporary bad luck, coming from external factors (Forgas 1992) and that positive affect can 
facilitate persistence in a task (Wright and Staw 1999). 
Level of activation and broadening 
Carver (2003) uses a model which posits affect and action as related to approach and avoidance 
processes. He believes that this model also distinguishes positive emotions according to the class 
of action in which they emerge. Some positive emotions arise while pursuing incentives, and oth-
ers while avoiding threats. These two positive emotions are both positive, but differ in the fact that 
one set has higher activation (Fredrickson 1998a) ; according to Carver, the higher activation is 
the one arising from the approach behaviour - pursuing incentives system.  
Considering the former argument, and consequent to Frijda's (1986) suggestion that the prevailing 
level of activation forms a side condition for emotional responses in general, which is manifested 
as positive or negative mood, the following can be concluded: that positive emotions with a higher 
activation, as they occur in the context of a positive affect or mood (which works complementari-
ly with the positive emotion), are expected to have a stronger effect on modes of perceiving and 
thinking.  
However, Fredrickson and Branigan have demonstrated that both emotions of higher activation 
and of lower activation share the same ability to broaden peoples’ momentary modes of thinking 
and perceiving (Fredrickson 2005a).   
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People experiencing positive emotions show a style of broad-minded coping which helps them to 
step back from their problems and consider them from a different perspective. The tactics of posi-
tive reappraisal, goal-directed problem-focused solving and infusion of ordinary events with posi-
tive meaning, are the consequences of the increased coping capacities, that broadened scopes of 
attention and thinking encourage.  
Regulation of Negative emotions effects 
At the same time as Fredrickson presented the implications of the “broad and build” theory of 
positive emotions, she has also proposed two interesting capacities of positive emotions under the 
term “the undoing effect of positive emotions”. She suggested that positive emotions are able to 
restore one’s autonomic calmness following negative emotions, and that they also seem to have 
the ability to restore flexible thinking following long term negative emotions (Fredrickson 1998b). 
In a following study, Fredrickson replicated the fact that the positive emotions of contentment and 
amusement help regulate negative emotions, and further enriched the primary findings by demon-
strating experimentally the “undoing hypothesis” in both men and women and in African Ameri-
can and European American samples (Fredrickson 2000d). 
It has been argued by Fredrickson that the idea that positive emotions could undo the after-effects 
of negative emotions, has been discussed earlier by Cabanac (1971) and Lazarus (1980), but it can 
also be argued that the empirical observations in subsequent experiments that have been con-
ducted by Fredrickson and Levenson in 1998, on the function on cardiovascular activation of 
negative and positive emotions, have been approached in terms of positive emotions (Fredrickson 
1998b).  
Built of Resiliency 
Additionally, Fredrickson documents that resilient individuals bounce back from negative and 
stressful experiences faster than the others who do not experience resiliency, and that this ability 
might be fuelled by experiences of positive emotions. These findings suggest that resilience is 
positively correlated to positive emotions(Fredrickson 2001). Individuals who experience more 
positive emotions showed more resiliency over time, which was expressed by increases in broad-
minded coping. This broadening as a form of psychological resilience predicted future positive 
emotions, which in turn built psychological resilience and created upward spirals towards one’s 
psychological well-being (Fredrickson 2000b and 2001). 
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It seems that resilient individuals are more capable of using emotion knowledge linked to a big 
choice of emotion regulation strategies, in order to adjust thinking and action accordingly. The 
same persons appear to be able to take advantage of positive emotions in order to cope with anxi-
ety and stress(Fredrickson and Tugade 2004).  
Fredrickson documented, that although high resilience is associated with greater positive mean-
ing, trait resilience is not a significant predictor of positive meaning. However, positive emotion-
ality is positively correlated with the index of the finding of positive meaning (Fredrickson and 
Tugade 2004). Positive emotions mediate and help individuals to find positive meaning in nega-
tive situations.  
Facilitation of coping 
Tugade emphasises the importance of the ability to represent discrete positive emotions, and of 
emotional granularity (which is the capacity to speak and describe accurately the form and the 
type of emotions felt) on ones’ coping capacity (Tugade 2004). He hypothesises that these abili-
ties could increase and facilitate coping. The argument comes from the fact that, first, in personal 
meaningful and relevant situations -as coping is- , positive emotions help in the thorough, detailed 
and careful problem-solving and, second,  from the fact that discrete positive emotions like joy 
and interest cultivate competencies and necessary coping styles, to handle effectively problems,  
adversity and stress. 
Fredrickson suggests that intervention strategies like relaxation therapies and finding positive 
meaning, help to create positive emotions and would help a good deal to address prevention and 
treatment of health problems stemming from negative emotions (Fredrickson 1998b and 
Fredrickson 2000a).  
She suggests that cultivating key components of an emotion is enough to start the whole positive 
emotion process. Imagery, muscle, and meditation exercises take advantage of the undoing effect 
of positive emotions by inducing contentment. But this requires viewing relaxation techniques 
from a cognitive and an emotional conceptualisation, in view of their effect of undoing the nega-
tive emotions, through the broadening that the induction of positive emotions creates (Fredrickson 
2000a). It can be additionally argued that since positive emotions build on one’s resources, relaxa-
tion techniques could also be proactive in preventing the things that they are now used to cure. 
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Facilitation of sociability 
Laura King (2000) additionally strengthens the argument that positive emotions’ adaptive value 
and upward spiral not only works for the individual, but it helps in building and preserving inter-
personal endeavours and social relationships. This indicates that in organisations as social con-
texts, it should be expected that social contact generates and affects development of positive emo-
tions. From the “broaden and build” model, it seems that experiences of positive emotions 
strengthen social bonds and also generate social resources(Fredrickson 2000b). 
However, Lyubomirsky (2000) approaches Fredrickson’s theory with scepticism as regards the 
definitional precision of the concepts, and the lack of sufficient direct empirical evidence. Re-
sponding to Lyubomirsky’s comments, Rathunde (2000) is sceptical about the ability of broaden-
ing -resulting from positive emotions- to increase creativity. He argues that negative emotions 
also play a role in inducing creativity, from the viewpoint that negative emotions are responsible 
for narrowing. Creativity can also involve narrowing, which is itself a type of creativity depending 
on the task at hand. It follows that when someone embarks on a narrowing process, demanded by 
the creativity of the moment, this narrowing is a chosen course of action, and in order to choose 
this or something else as a possible course of action, a certain amount of broadening should have 
preceded it. Narrowing may then not be the result of negative emotions or of broadening which 
positive emotions create. Of course, this view requires empirical validation, and up to this point 
Rathunde has a point that we should take into consideration. 
Lyubomirsky’s comments posed questions which Fredrickson had the chance to address satisfac-
torily in her following empirical research. In response to the initial commentaries, Fredrickson 
documented that broadening is not defined by flexible creative and unusual thinking, but that 
these attributes are the consequences of broadening. In 2005, Fredrickson, (2005a) documented 
that positive emotions broaden the scope of attention and thought action repertoires, a more de-
tailed empirically grounded finding that elucidates more her initial conceptual framework of 
“broaden and build” theory.  
Myers’ commentary agrees on the undoing effect of positive emotions, inasmuch as he agrees that 
positive behaviours help to fuel life situations with positive emotions, instead of negative ones. He 
argues that finding positive meaning in adversity is the road towards happiness and effective cop-
ing in view of crises (Myers 2000). 
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Broadening of the scope of attention 
It has been shown that the action tendencies of positive emotions are vague and unspecific. Thus, 
positive emotions cannot by definition be associated with the key element of general emotion the-
ory of the specific action tendencies. Fredrickson’s, (1998a)  alternative model captures the 
unique effects of positive emotions in the “broaden and build” theory. As regards positive emo-
tions characterised by a lack of autonomic reactivity, it is theorised that if no specific action ten-
dency is developed then no specific pattern of reactivity is expected. However, positive emotions 
as opposed to a neutral state, are able to broaden the scope of attention and thought action alterna-
tives.  
Fredrickson’s argument about the capacity of positive emotions to increase cognitive processing is 
mainly influenced by Isen (1987). He has suggested that people experiencing positive affect can 
integrate diverse material and demonstrate unusual patterns of thought. These people become 
creative, open, efficient, flexible and inclusive.  
The effects on cognition -demonstrated by Fredrickson’s (2005a) experiments- show unusual pat-
terns of thinking, flexibility, inclusiveness, creativity, integration and openness to information and 
efficiency. It has been documented that people experiencing positive emotions show increased 
preference for variety, accept more behavioural options, and show the ability to integrate complex 
and diverse material. 
In 2005, Fredrickson and Branigan documented that positive emotions, compared to a neutral 
state, broaden the scope of attention and thought action, although they did not present evidence 
that negative emotions narrow the scope of attention relative to a neutral state, something incon-
sistent with the findings of prior research. But they do narrow thought action, relative to a neutral 
state (Fredrickson and Branigan 2005a).  
Significant finding in this research was that two distinct -in terms of content and activation- posi-
tive emotions, amusement and contentment, have the ability to broaden  both one’s scope of atten-
tion and thought- action choices. 
A result of the cognitive broadening is a ‘broad-minded coping’ under which one is able to recon-
sider life situations from many perspectives. Fredrickson assumes that this broad-minded coping 
incorporates the three coping types of Folkman and Moskowitz (see Fredrickson and Branigan 
2005a), which have been linked to the creation and maintenance of positive emotions during 
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chronic stress, namely positive reappraisal, goal-directed problem-focused coping, and infusion of 
events with positive meaning.   
Nonetheless, there are no indications that the former elements constitute definitional components 
of broadening; but they should still be considered more as effects and consequences of it. These 
characteristics should be considered as consequences of broadening, and they provide indirect 
evidence that positive emotions broaden cognition (Fredrickson 2005a).  
The undoing effect of positive emotions 
Experimenting with the induction of anxiety to  participants who had experienced positive emo-
tions before the anxiety generation event, Fredrickson demonstrated a faster recovery by partici-
pants from the negative emotional arousal (Fredrickson 1998a). Apart from the important broad-
ening and building, capacities of positive emotions, the undoing effect of negative emotions, the 
improvement of coping strategies for the future, and the buffering against depression each helped 
us to understand that positive emotions achieve more than a momentary feel-good function.  
Contagiousness and crossover effect of positive emotions  
Fredrickson (2003a), citing Staw and colleagues; points out that positive emotions in organisa-
tions develop - through broadening- more creative, effective and socially integrated individuals. 
People feel good when they interact with others and, in the sense that the organisation is a social 
setting where people interact with each other, it is expected that social contact provokes more 
positive emotions.  
‘Pride’ incorporated in ‘joy’ (Reeve 2001), ‘gratitude’ and ‘elevation’ (Haidt 2000) share a pleas-
ant subjective feeling and can be considered as a family of related positive emotions which are 
influenced by social contact and have the capacity to inspire and create compassionate acts help-
ing in one’s broadening, which in turn results in the development of consequent compassionate 
acts (Fredrickson 2003b). Gratitude creates the urge to repay kindness, and motivates moral action 
in both the giver and the receiver of help. Elevation creates the desire to copy and multiply the 
helpful act, creating the desire to become  a better person (Fredrickson 2004).Compassionate acts 
help in the development of positive personal meaning and more positive emotions, which result in 
the production of a chain of positive meaning for others.  
However, gratitude, among the other emotions which promote contagiousness of compassionate 
acts, is an emotion that, although it might result from goal congruence in a specific situation, does 
not guarantee that moral behaviour towards others is to be generated in the future or in other situa-
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tions by the beneficiary of gratitude. Considering that in organisational settings, personal stakes 
and economic exchanges constantly dominate discourses, it might be argued that Fredrickson has 
qualified gratitude rather hastily as one of a group of related positive emotions which has the ca-
pacity to inspire and develop compassionate acts and help in one’s broadening. Although grati-
tude, and the actions inspired by gratitude in social settings, build and strengthen social bonds, 
and develop civil communities and friendships, it is questionable if the same effects can be ob-
served in organisations in every situation that embodies gratitude. Even if we consider that grati-
tude helps in creativity because grateful people are expected to formulate actions that promote the 
well-being of other people (Fredrickson 2004), both the expression of this creativity in behaviour 
and action and the safety of the link of employee with the organisation are questionable.  
It is argued here that gratitude relates mostly to control and power. Motives and stakes are uncer-
tain, and social and economic exchanges dominate. Therefore, the constructs of individuals’ rela-
tional meaning do not guarantee that gratitude facilitates the connection between individual and 
organisation. Is the person who promotes feelings of gratitude expected to be the one who wants 
to control the others? Or is an inspired leader seeking connection? It is expected that gratitude of-
ten does not link individuals to the organisation, but serves rather to link people to people in 
power and control relationships. 
 The intention here is not to degrade gratitude’s role to enable spread compassionate acts and gen-
erate creativity. On the contrary, this view attempts to provoke the thought that when this is hap-
pening, gratitude does not reinforce moral behaviour and moral action. But when gratitude works 
as Fredrickson suggests, when the positive emotion of gratitude is the result of actions that pro-
mote goal congruence, and when the situation is appraised as favourable by the individual, then 
gratitude provides the ultimate aid in linking the employee to the organisation in a strong and mu-
tually rewarding relationship. Only then can gratitude reinforce moral values, together with the 
possibility for compassionate acts. 
Crossover process is a transmission of ‘stress’ or ‘strain’ from one person to another in contexts 
like the family or the organisation. Research has documented mainly crossover of negative atti-
tudes and emotions. However, crossover process, as it is with contagion and transmission in or-
ganisations, is the same for negative as well as positive emotions. Baker et al (2005) argued that 
positive emotions are expected to crossover as well. 
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Promoting of work engagement  
Baker et al (2005) argued that employees who have been excessively exposed to work-related 
stress do not identify with their work, and present symptoms of burnout. The coping reaction is to 
remain distant from the factors that cause the stress and adopt a negative attitude towards work. 
Inability to achieve results in the fast, demanding environment of tough targets and demanding 
supervisors, causes withdrawal feelings in the organisation. 
They go on to state that job demands like overload and other stressful problems are positively 
linked to exhaustion, and that job resources like job control, social support and performance are 
negatively related to cynicism, and are the main factors of work burnout.  
However, as seen elsewhere in this thesis, engagement with one’s work presupposes that the indi-
vidual is energised with work, and is dedicated, absorbed and involved. Engagement and connec-
tion are the results of the availability of job resources, namely the social, psychological and organ-
isational aspects of work. 
Job resources which provide positive meaning for the individual, like performance feedback, so-
cial support from colleagues and coaching, make the work of employees meaningful, promote ac-
ceptance of responsibility for their actions and provide feedback for reappraisal. Baker et al 
(2005) documented that engaged workers are optimistic, feel pride for what they do, and are in-
clined to help others at work. Following contagiousness of positive emotions, engagement can 
crossover both at work and at home. And in a similar way to gratitude, pride and elevation, a re-
sulting upward spiral of development of positive meaning for others is expected to take place. 
Promoting of interpersonal engagement  
Positive emotions seem to promote constructive interpersonal engagements in organisations, in a 
way in which conflicts are avoided. Positive emotions also stem from these constructive interper-
sonal engagements which they seem to promote (Fredrickson 2003a). The interpersonal organisa-
tional engagements are full of meaning for everyone involved, because one’s relational meaning is 
derived from the negotiation of one’s goals in interaction with others and the environment. The 
positive psychology that Fredrickson proposes means recognising people as people in every trans-
action, and not as being the transaction themselves. People generally try to recreate and repeat ex-
periences that make them feel good. People repeating positive emotions acquire resources, and 
each time they do, they are stocking resources. Engagement is a positive emotional connection to 
work. If you feel connected, it is probably so, because you feel cared for, you feel proud, and find 
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a positive relational meaning from goal-congruent things that you would like to retain. In that 
situation, positive emotions dominate. 
There are also implications for the role of positive emotions in the formation of new relationships. 
When people feel positive emotions over time, those emotions become associated with greater 
feelings of self-other overlap and a broader sense of self. This creates connectivity and might pre-
dict a more complex understanding of others (Fredrickson and Waugh 2006). 
Transformation in the organisation is possible, because positive emotions can be contagious. Posi-
tive emotions which have surfaced through personal meaning, spread throughout the whole or-
ganisation, and the creation of a chain of positive meanings for others is possible (Fredrickson et 
al 2003a). Transformation can be achieved by developing chains of events that have positive 
meaning for others. Positive emotions trigger upward spirals that could transform organisations 
into more harmonious and cohesive places in which to live (Fredrickson 2003b). 
An indirect way of developing positive emotions is to find positive meaning (Fredrickson 2003b). 
Although she does not prove a causal relationship between positive meaning and positive emo-
tions, Fredrickson suggests that one could find positive meaning by searching for “benefits in ad-
versity, by infusing ordinary events with meaning [...] by expressing appreciation, love and grati-
tude [...]and by effective problem solving by supporting compassionate acts”(Fredrickson 2003c, 
p.335). A similar stance is also adopted later by Fredrickson and Tugade, where again a clear ex-
planation of the mechanism under which positive meaning leads to positive emotions, and vice 
versa, is not documented (Fredrickson and Tugade 2004). 
The most referenced suggestions in literature in which individuals could find positive meaning are 
among others the following:   
• Reframing adverse events in a positive light 
• Infusing ordinary events with positive value 
• Pursuing and attaining realistic goals 
• Feeling connected to others and cared about 
• Having an opportunity to be distracted from everyday cares  
• Feeling a sense of achievement, pride or self-esteem 
• Feeling hope or optimism 
• Receiving affirmation or validation from others 
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In order to experience these forms, one needs to have open, broad-minded and increased cognitive 
capacity. Similar factors have emerged in previous research where the forms of the experiences of 
positive emotions have been researched (Papantonopoulos 2004).  
Promoting of kindness 
Keiko (2006) argues that there is a relationship between kindness and happiness. The writer draws 
on research by Seligman and colleagues, and suggests that happiness in everyday life helps people 
to develop highly satisfying social relationships, while becoming more extrovert and agreeable. 
He proposes that kindness is an important dimension that builds human strength, as it builds on 
happiness, and makes people experience positive emotions and therefore influence subjective 
well-being and contribute to optimal social relationships. In this sense it might be supposed that 
kindness -as positive emotions do- also has an important adaptive property. 
Promoting of Resilience 
Luthans addressed resilience and the development of psychological capital as the main defences 
against the adversity and anxiety that the uncertainties of today’s organisational environment cre-
ate. Individuals are faced with more stress today than at any other time in history. Resilient indi-
viduals are more flexible to changing demands and new experiences, and are more emotionally 
stable when faced with adversity (Luthans 2006). Most importantly, Luthans has argued that resil-
iency makes individuals more adaptable in times of change and is related positively to their per-
formance.  
By directly questioning the human resources development paradigm and the role of human re-
sources professionals, he proposed that the key pursuit of the human resources development func-
tion in organisations should be the achievement of, and the increase in, employees’ resiliency. Lu-
thans argued that using positive emotions, altering the levels of risks or resources that employees 
have in the organisation, and fostering self enhancement are ways to build resiliency.  
Luthans’ definition of resiliency as open to development opens new directions and potential for a 
proactive and reactive approach towards building resiliency in the workplace. Another factor that 
adds to the potential of using resiliency development methods in the workplace is the belief that 
other psychological capital factors like hope, optimism and confidence work as pathways towards 
resiliency (Luthans, 2006). Resiliency could be proactively built by three strategies.  
First is a risk-focused strategy, with the objective of preventing and reducing risk and stress. Here, 
the relationship between the person and the organisation is based on trust and mutuality. As has 
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been argued earlier, the relationship of the person with the organisation should be based on ex-
changes of mutual benefits and support, development and job satisfaction, in return for organisa-
tional active participation and connection. The concluding belief is that organisations could retain 
employees’ commitment by developing an honest and trustworthy culture. Employees who feel 
connected are expected to be more resilient to adverse events. 
The second strategy is an asset-focused strategy which seeks to exploit the enhancement of per-
sonal and organisational resources. The key objective is to maximise the ‘employability’ of people 
in the organisation, by keeping training alive for everyone involved, by promoting workshops and 
supporting individuals’ educational endeavours. The end result is to increase resiliency through 
increased engagement, participation and ownership.  
The third strategy is a process-focused strategy which, Luthans proposes, should alter the ways in 
which organisational situations are interpreted, through the development of self-efficacy. The de-
velopment of self-efficacy through mastery and success experiences, vicarious learning, persua-
sion and positive feedback, results in enhanced resiliency when it is needed (Luthans 2006). 
Additionally, informed by Fredrickson (2004), Luthans recognises that positive emotions help in 
the development of resilient individuals. This reactive strategy is complemented by strategies us-
ing self-enhancement, attribution and ‘hardiness’. In attribution, a key factor is whether the indi-
vidual has control of the environment or the environment has control over the individual. In har-
diness, the key factor is the belief that one can turn a situation into a developmental one for the 
self or into a problematic one, through a meaning- creation process (Luthans 2006).  
Apart from self-enhancement, which has trait-like properties, the remaining elements, such as 
positive emotions, attribution and hardiness-defined in terms of perceptions of commitment, con-
trol and challenges in managing a stressful situation-, have a common denominator of the ap-
praisal of a situation for one-self. In that sense, it might be argued that the development of posi-
tive meaning is the ultimate objective. 
It might be expected that since positive emotions address positive meaning, this eventually results 
in positive attributions (either internal or external), and to the development of hardiness and new 
positive emotions.  
Resilient individuals bounce back from negative emotions. 
The term ‘resilience’ in its classical use means a personality trait which helps people overcome 
negative experiences and makes them flexible to adapt to any changes in the environment. 
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Fredrickson has documented (Fredrickson 2003c) that resiliency is not only an inherited personal-
ity trait, but can also be built by experiences of positive emotions. By testing the hypotheses that 
resilient people are buffered from depression and prosper through positive emotions, she has 
documented that trait resilience was associated with psychological benefits. People with high re-
silience are those possessing certain affect traits, like openness and extraversion. Fredrickson has 
associated resilience with life satisfaction, optimism and tranquillity. One might consequently 
conclude that those traits related to resiliency predispose people towards positive affectivity.    
Positive affect aids in human flourishing  
Positive affect is related to human flourishing; the key predictor for that correlation has been 
demonstrated to be the ratio of positive to negative affect (P/N ratio)(Fredrickson and Losada 
2005b). Their research on human flourishing suggested that good feelings alter and/or predict 
cognitive and physical aspects in four main areas of outcomes. First, they alter people’s mindsets. 
Second, they alter bodily systems. Third, they predict mental and physical health outcomes 
through resiliency to adversity, through happiness and psychological growth, because of lower 
levels of cortisol and reduced inflammatory responses to stress and through increased resistance to 
rhinoviruses. Last, good feelings predict how long people live.  
Fredrickson’s research suggests that the benefits of the “broaden and build” theory of positive 
emotions emerge over time and as a result build personal resources that last. These resources 
could vary from the development of social connections, acquiring of coping strategies and/or of 
environmental knowledge. Positive emotions of interest and curiosity produce more accurate 
knowledge than initially negative attitudes; positivity in exploration promotes experiential learn-
ing, while positive attitude promotes the correction of false impressions in life. The non-linear dy-
namic systems approach of positive affect that Fredrickson favours, is justified by the fact that 
emotions are multidimensional, since they simultaneously alter patterns of thinking, behaviour, 
experience, communication and physiological activity. They mutually affect each other. Even a 
mild positive affect produces consequences in the long term. Emotions follow local unpredictabil-
ity and global stability. In relation to the latter characteristics, it has been demonstrated that peo-
ple are less predictable in positive states than in negative ones; and this unpredictability is respon-
sible for the development of resilience.  
In business teams, higher levels of positive experience and positivity have been linked to higher 
levels of variability in behaviour, to broader information-processing strategies and to increased 
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resilience (Fredrickson 2003). It is worth considering that the ability for broadened information 
processing is a key characteristic of “productive positive learning”, as has been defined above. 
Peaks and Ends role as mediator and moderator 
There are emotions that carry a higher meaning, in the sense that they carry more person-relevant 
information in relation to the world around or in relation to a certain situation and to the person’s 
future expectations about the goal at stake (Fredrickson 2000c). These positive or negative, per-
sonal growth-related emotional states, influence in consequence one’s motivation, in the sense 
that one tries hard to repeat experiences that carry high meaning from positive affect, and tries to 
avoid situations that include high meaning from negative affect.  
The high meaning deriving from positive or negative affect is involved in the theory of “peaks” 
and “ends” of affective states. “Peaks” and “ends” are considered by Fredrickson (2000c) to carry 
more personal meaning for the individual, and to have complementary influence on the appraisal. 
Considering “peaks” in an affective episode, Fredrickson believes that they carry the individual’s 
capacity to cope with a particular situation. This makes “peaks” more important than “ends”, since 
they tell us what capacity is needed by the person in order to deal with the same situation again. In 
that sense, “peaks” carry more self-relevant information, and more self –relevant meaning for the 
individual in relation to his/her coping capacity. According to Lazarus (1991), there is a direct re-
lation between people’s coping capacities and the intensity of the “peak” affect, in the sense that 
coping capacity determines - in the appraisal process - the quality and the intensity of their mo-
mentary affect (emotion). Therefore, when coping capacity is missing, the respective “peak” af-
fect will dominate the experience, thus influencing relational meaning.  
It might be argued that when peak affect is positive, it conveys positive self-relevant meaning for 
the individual. This meaning creates a motivational tendency to approach the emotion-generating 
event. However, as people’s coping resources may be depleted over time by aversive experiences, 
it is more proper to treat coping capacity and “peaks” separately, episode by episode, rather than 
cumulatively. 
“Ends”, according to Fredrickson provide the feedback that the experience has been completed, 
together with the knowledge about this experience. In cases where one is pursuing goals, “ends” 
convey a high level of security and assurance, because they represent the achievement of the 
goals.  
65 
 
“Peak” and “end” affect plays an important role, as people extract meaning from past affective 
experiences, in order to make inferences for future choices. In recalling their emotions during a 
former situation, people usually refer to a summary of those ‘various’ feelings as a single mean-
ingful ‘one’. Additionally, evaluations of past affective experiences are constructed, and not per-
ceived or felt, as one might normally expect. And most importantly, these constructions reflect 
select moments of past experience, those moments that were more intense and had more personal 
relevant meaning for the self. Fredrickson has proceeded further, and shown that anticipation of 
an upcoming “end” alters people’s priorities. Consequently, changes in people’s social priorities 
happen because “ends” based on past experiences in similar situations have a symbolic value for 
the individuals (Fredrickson 2000c). 
That simply means that the way a situation ends - or is expected to end - alters and affects the 
whole way in which people are appraising it from the beginning. Particularly when certain epi-
sodes or situations are directed towards a goal – as is usually the case in organisational settings- 
“end” affect may be the only thing that matters because, as mentioned before, it symbolises the 
outcome of the activity. 
Fredrickson believes that one or two moments of past affective experience play a primary role in 
guiding people’s choices about experiences that they would avoid, repeat or even recommend to 
others(Fredrickson  2000c). In that sense, an episode’s duration could be defined by the number of 
personal-related events during this episode.  
Positive emotions promote, and stem from, engagement and positive meaning 
Positive emotions are situated in the context of a broader conceptualisation of positive affect and 
positive meaning-creation in the appraisal processes in organisations. In doing so, the benefits of 
people’s experiences of positive emotions are explored. These benefits vary from personal and 
social development, to individual well-being and organisational strength and harmony. This con-
ceptualisation of positive emotions is mainly influenced by Fredrickson’s theory on positive emo-
tions. 
Broadening and undoing effects of positive emotions help people deal with adversity more effec-
tively and in new ways. Positive emotions facilitate attention to important self-relevant informa-
tion and the processing of this information, and develop resilient individuals over time. This im-
plies that positive emotions are connected to positive meaning, and people who experience posi-
tive emotions during adverse and difficult times are more likely to find positive meaning and to 
develop long term plans and goals. It might be understood that broadening positive emotions is 
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not a static process, but a dynamic one: as individuals’ modes of thinking and action are broad-
ened, coping is improved and resilience is built, which predict future experiences of positive emo-
tions, consequently creating a new broadening cycle. 
Positive emotions not only stem from positive meaning, but also promote the development of 
positive meaning; they also help in successful coping, which is an important element in altering 
relational meaning through its effects on the appraisal process.  
Academic emotions and learning 
In researching academic emotions and their effect on learning, Pekrun et al (2002), suggested that 
students experience a rich and intense emotional life, with anxiety reported as the most often ex-
perienced emotion. However, they argued that anxiety might produce motivation to learn. This is 
why academic learning in this research has been approached as single loop learning. The writers 
have also argued that academic positive emotions are related positively to elaboration, organisa-
tion and critical thinking, and although this finding indicates that positive emotions facilitate 
flexible modes of thinking inasmuch as it appreciates that positive emotions should facilitate 
learning, a causal interpretation of this evidence should not be considered with confidence. Thus 
in this research, it might be better assumed that academic emotions, learning, self-regulation and 
achievement are linked by a reciprocal causation. Seifert and O’Keefe (2001) have suggested that 
learners’ perceived competence, meaning and a sense of control of the situation are elements that 
affect the pursuit of a learning goal positively. The implication is that if we expect people to feel 
motivated to approach a learning goal, they should feel confident, should feel a sense of control of 
the learning situation, and find a positive meaning in what they do. 
Sylwester’s (1994) work indicates that hormones and neuropeptides within body and brain cells 
are the messengers of our emotional systems, and depending on the brain/body area to which they 
belong, they affect decisions we make, our emotional state and our behaviour. For example, high 
levels of cortisol peptides in chronic situations can eventually destroy the hippocampal neurons 
associated with learning and memory. On the other hand, increased levels of endorphin to the 
brains of students -as a result of a positive affective classroom environment- makes them willing 
to learn and to solve problems in stressful situations. 
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CONCLUSION 
Affect and emotions could be used interchangeably as they are both psychological constructions 
that share object-focused action readiness. This is in the sense of their consisting of several as-
pects of components, like the component of cognitive appraisal or evaluation of stimuli and situa-
tions; the physiological component of activation or arousal; the component of motor expression; 
the motivational component, including behavioural intentions or readiness; and the component of 
the subjective feeling state. The effects of positive affective states and emotions are multidimen-
sional. They are constructed within physiological, cognitive and psychological individuals’ con-
cerns and they are equally socially constructed. These constructions are mediated by positive rela-
tional meaning from the appraisal process. Emotion regulation is an important aspect in organisa-
tions. This might suggest the need for a ‘different’ leadership role. 
In the following section, we deal with learning. In the end, learning is conceptualised from a con-
structionist view as the participation in joint action, full of positive relational meaning for those 
involved.    
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LEARNING 
Post bureaucracies have both a humanistic and an emancipating character. Coordination and struc-
ture exist in relationships among individuals, based on personal loyalties which reinforce and af-
fect one another (Maravelias 2003). People share values, meanings and a common organisational 
identity. A match between their personal values and the values of the organisation is necessary to 
achieve efficiency. In this social context, for some, learning takes place before becoming an indi-
vidual issue. However, nothing has actually changed  concerning learning; it is the unpredictable 
environment which has helped in the discontinuity from the past and the development of the 
learning discourse (Grey 2001). In particular, organisational learning is a term within a greater 
learning discourse, that is developed as a result of the new social aspect of the post bureaucratic 
conceptions of the organisation (Grey 2001).  
Organisational learning is referred to by theorists and management practitioners (Senge, 1990) as 
something associated with change, with organisational efficiency and performance, involving the 
individual and the organisation in an economic discourse and a political understanding. Change in 
behaviour is considered as the primary organisational effectiveness criterion (Argyris 1999). Ac-
cording to these positions, learning identifies rather obviously in some way with any change that 
the organisation is undergoing. And this learning discourse has been constituted as ‘truth’ (Grey, 
2001). Considering that ‘truth’ is historically and culturally constructed, learning and change dis-
course could be reconstructed in so many ways, out of which none could provide a ‘true’ under-
standing of ‘reality’.  To accept this claim is like accepting a privileged epistemology about the 
world, something which clearly runs counter to the essence of social constructionism.  
Research in organisational learning has revealed broad conceptions of learning in organisations, 
which encompass learning as organisational change. Learning as change is viewed through the 
prism of the ability of individuals and teams to drive performance; to drive new thinking and ac-
tion around specific business concerns, and leave the members of the organisation with the ability 
and willingness to produce better results. Change was  initially theorised in ancient Greece by He-
raclitus, who provided a complete view of the world, arguing that “τα πάντα ρεί”, that everything 
changes, everything is and is not, everything exists in a state of continuous change, moving from 
the state of existence to the state of non-existence.  He argued that nature likes to hide, and it was 
necessary that one could be able to analyse the information that humans’ senses provided. If you 
do not expect the unexpected, you will never find it.  However, the idea that everything exists in a 
state of continuous change is not easily understood. Woods and Grant (1995) argued that human 
nature is conservative. People like to remain in things, which are concrete, trustworthy, and pro-
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vide feelings of self-assurance. Heraclitus’ work gave humanity the first complete picture of the 
dialectical approach of the world.  
The dialectical process enriched with Socrates who, through concrete life experiences and prob-
lems, started with an idea or a “γνώμη” view (set-up), gradually continued with an argumentation 
process presenting the limitations and the contradictions of the issue (up-set), and finally led the 
conversation to a higher level, which embodied a different way of thinking (set-down). The initial 
view is the “thesis”, which is then followed by its “antithesis”, the conclusion being the “synthe-
sis”.   
This thesis-antithesis-synthesis is a learning process. During this  process of organisational learn-
ing, people encounter experiences, which they did not expect. This is the initial set-up in which 
they experience ‘up-set’, and by being able to follow the ‘up-set’ (embodying different way of 
thinking), they end up with a new ‘set-down’. Thereby, practice, experience and adoption of dif-
ferent ways of thinking lead to successful learning and changing. Hamel (1997) emphasised the 
importance of a continuous learning process -which each time maximises the benefit versus the 
investment- as a prerequisite for success in the organisation. He described organisational strategy 
as the product of complex and unanticipated interaction between ideas, information, personalities, 
and desires. The process of organisational learning is prominent in the conception of strategy. Ar-
gyris (1999) argued that new organisations should be more creative in planning, should develop 
knowledge about new products and processes, should ensure cooperative involvement in activi-
ties, and should identify criteria for effectiveness.  He argued that this is achievable through open 
access and communication between individuals, and within an organisational context where inter-
dependence in thinking and working together, interpersonal trust and willingness to risk-taking 
are prevalent.  Papadakis (1999) has argued that defining strategy as the perspective towards the 
future, constitutes for the organisation what personality constitutes for the self. He equally attrib-
uted value to the ideology within the organisation, and the ideologies of people acting within the 
organisation. Considering a shared vision for the future, a strong organisational culture assumes 
that both the strategy of the organisation and the decision-making process enjoy already existing 
agreement and alignment between members of the organisation, who actively interfere in the 
emergence of strategy. The reaction of the organisation to the environment is determined from 
common culture, values and beliefs. In contrast to this, Stacey (1992) believed that although strat-
egy formation is emergent and not intentional, it is the result of political interaction and learning, 
and not of shared vision and common culture. 
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Reaction to change is the basic activity in strategic management, since it provides the means for 
the emergence of strategic direction. This reaction to change is based on experiment and/or on ra-
tionality. Mintzberg (1995) has argued that people assigned with strategy formulation, should con-
tinually search for models in failed experiments, accidental events, and learning processes.  
Whenever reaction to change is based on rationality, change seems chaotic. However, Stacey 
(1992) argued that within chaos there is a hidden model, which guided him in support of creative 
learning. He believed that managers could transform spontaneity and learning into strategy, by 
combining chance and the chaos model. Both Stacey and Mintzberg have argued for the impor-
tance of learning through experimentation and discovery.  
It is argued then, that organisations, in order to react to change, should incorporate learning proc-
esses. 
Edmondson and Moingeon (2004) defined organisational learning as a process, in which members 
of the organisation have the objective of promoting adaptation of the organisation to its environ-
ment by using data in ways that promote behaviour change towards the accomplishment of this 
goal. This process “requires individual cognition and supports organisational adaptiveness” 
(Edmondson and Moingeon 2004, p.28).    
Popper and Lipshitz (2004) argue that if one considers the organisation as a human being, it is 
possible to represent organisational learning, using two different conceptions: learning in the or-
ganisations, and learning by the organisations. Knowledge is acquired by the organisation, either 
by employing individuals who possess knowledge which never existed before in the organisation, 
or by developing current knowledge within fixed guidelines, within the organisation. This pro-
duces new knowledge, namely, learning by the organisations. Notwithstanding the above, knowl-
edge is an elusive concept. If we accept its link to activity and purpose, knowledge cannot exist in 
any absolute or objective sense. Some activities carried out for a certain purpose produce knowl-
edge, which we then take as the “truth” about the world. Other activities for other purposes will 
produce different knowledge and other “truths”. If knowledge were local and particular, or if it 
could have been grounded in specific aspects of the organisational world, then it would have been 
possible to manage it. However, “knowledge is a social construct and emerges through interac-
tion it cannot be formally managed” (Empson 2000, p.378). In the above sense, organisational 
knowledge is not the same as learning in organisations, since it is relative to activity and purpose, 
as the outcome, whilst learning is the process. Furthermore, it is not subject to articulation, and 
there are no guarantees that it will continue to adapt and evolve. Assuming that knowledge is 
manageable, we then define the process of disseminating knowledge from the individual to the 
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organisation, as knowledge management. Knowledge management is a process to convert tacit 
and individualised knowledge to explicit and collective knowledge.  
Nevertheless, the process in which knowledge adapts or evolves into new knowledge takes place 
according to the needs of the environment through a relationship between self, others and the en-
vironment. This constitutes the organisational learning process. 
Learning in organisations is initiated by the learning of its members. The introduction of the con-
cept of organisational learning mechanisms (OLMs) links the learning in organisations with learn-
ing by organisations. “OLMs are institutionalised structural and procedural arrangements that 
allow organisations to learn non-vicariously, that is, to collect, analyse, store, disseminate, and 
use systematically information that is relevant to their and their members’ performance” (Popper 
and Lipshitz 2004, p.40). 
Following Edmondson and Moingeon’s (2004) definition of organisational learning and the OLM 
definition, if we approach designated OLMs as tools to access which improve the effectiveness of 
task performance, learning by organisations resembles a knowledge management conceptualisa-
tion. However, if we approach OLMs as integrated and non-designated, then cognitive, emotional 
and social dimensions interfere with the output, since organisational members are both the desig-
nators and the performers of the learning mechanisms. 
Learning organisation facilitates learning of its members and uses organisational learning as an 
adaptation tool. It does not have the same meaning as organisational learning, but they share basic 
conceptions about what learning is desirable and effective. Therefore, a learning organisation 
should be one that embeds in its culture the notion of organisational learning.  
As we have noticed in the literature, there is no consensus on what learning is. The processes and 
outcomes of learning usually infer learning definitions, but there is a lack of clear, unambiguous 
meaning. Theorists and researchers focus on learning as a process and argue about how and why 
learning is occurring; hence the various orientations: behaviourist, cognitive, humanistic and so-
cial/situational; but they cannot agree on what learning is. 
Seeing  learning as an evaluative product means approaching it as an outcome of some learning 
process which can be recognised when it is seen (both process and learning) and which can be 
measured afterwards. In those instances, one might say that the person has learned by observing a 
behavioural change –a learning outcome. This conceptualisation is usual in organisations. How-
ever, it creates questions as to how certain one is that other factors have not interfered in behav-
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ioural change. What if a person has “performed” in order to demonstrate that he has learned, and 
does this learning involve any potential for change?  
It is not the intention of this study to neglect instances where learning is evaluative in nature and 
has the objective either to enhance knowledge (know more), memorise (to make a job easier), or 
acquire facts, skills and methods to use in a specific situation (use of a new software for account-
ing). My intention is to draw attention to where learning is needed more in today’s organisations; 
to the extent that employees interpret, understand and construct individual-organisational ‘reality’ 
in relation to the organisational purpose. And whatever the business purpose is, what matters is 
that everyone has a clear sense of, and is related to, the organisational purpose, because this cre-
ates a unified direction and focuses the thinking of employees.  
Thus it is of no interest if the learners are conscious of learning, (which is implicit and uncon-
scious as an activity), or if they are conscious of the task in which they are engaged; nor is the na-
ture of the task of interest, because in all instances, the learning that matters is the relational en-
gagement with others (in the task-activity) in the organisational context in which meaning is so-
cially constructed, usually anticipating certain future accomplishments.  
Turning from classification models to more analytical ones, we discuss below the various orienta-
tions to learning which seem to dominate the work place. For each of these orientations we will 
attempt to justify its argument in relation to organisational appropriateness and practice. 
THEORIES OF LEARNING 
The ‘individual’ dimension 
Lately, the focus has shifted to learning as competence development, and has been moved to the 
organisational environment as work-related learning and work-related competence development. 
These valuable resources of learning and competences development were expected to provide or-
ganisations with a competitive advantage regarding prosperity and growth (Illeris, 2003). But 
workplace learning cannot be understood unilaterally unless we recognise why people want to 
learn or why they do not finally learn what is intended by the organisation (Illeris 2003).In this 
problem, Illeris’ arguments locate learning as something internal, occurring within the individual, 
without really considering social context influences. Illeris’ model distinguishes learning as ini-
tially cognitive or even emotional, but suggests there is always integration between the cognitive, 
emotional and social dimensions. The initial segregation of cognition is made because he believes 
that through the cognitive dimension (or rational dimension), knowledge skills, understanding, 
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meaning and functionality are developed. Thus from this view of knowledge, skills and compe-
tence development, learning is seen as an individual process.  
Nevertheless, meaning creation is not always an output of a rational cognitive dimension; so it 
does not always concern the emotional dimension through which, Illeris argues, the patterns of 
emotion, motivation attitudes, sensitivity and mental balances are created.  
Learning as competence is evaluative upon a change in behaviour in favour of certain outcome 
versus an intended outcome. Behaviour change towards the intended outcome is considered as a 
criterion of effectiveness and performance. The possible combinations of this effort for an organi-
sation are two: first, a match of the outcomes with the initial intentions, and second, a mismatch 
followed by corrective actions in order to obtain a match, according to the initial intentions. Argy-
ris (1999) suggests that people usually change their actions in order to obtain a match, and that 
they do not usually rethink the governing values which guide those actions. The earlier strategy is 
described as single loop learning, while the latter is described as double loop learning.  
It is argued that whether one draws on reflection and re-evaluation of self-governing values or not 
in order to take actions (and therefore where one uses double or single loop learning), depends on 
the individual as well as on the dynamics of the organisational context. 
Usually learning and change is limited to single loop, because most people care about matching 
the expected consequence with the initial intention in order to change their behaviour, as was 
originally planned. Dominant in this theory are values like ‘win and do not loose’, ‘achieve the 
purpose as the actor defines it’, ‘suppress negative feelings’ and ‘emphasise rationality’. Single 
loop is characterised by expertise and intelligent discourses, quantifiable attempts at explanations, 
suppressed negative emotions, inquiries about trust relationships, and rationality approaches.  
The organisational environment explains the engagement in single loop learning because of the 
personal agendas at stake. Therefore, the obvious learning that organisational members are em-
bracing mostly, is an easily assessed individual internal evaluative learning process.   
But what if someone calls into question the governing values that guide his actions? In such a 
case, Argyris (2003) believes learning is not only a function of how one feels. It is also a function 
of how one thinks. It is about the cognitive rules of reasoning that individuals use to design and 
implement their actions. This constitutes effective double loop learning.   
Ikehara (1999) presents the approach that learning cannot take place only on the cognitive level, 
due to the fact it is a holistic process that is also affected by the individual's thoughts, feelings, and 
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environment and mental influences. Thus, he is challenging Vince and Martin’s (1993) emotion-
ally promoting learning cycle, criticising them for not considering clearly the cognitive and spiri-
tual dimensions of learning and for not taking into account other emotional states apart from anxi-
ety, as the starting point in the learning cycle. Additionally, he does not believe that Kolb's expe-
riential learning cycle takes into consideration emotions, although this model is more integrative 
in nature. Therefore he proposes a Gestalt-inspired model of learning, where emotions, needs and 
observation in the context of sensation constitute the starting point, and withdrawal constitutes the 
last point. However, although he emphasises the importance of emotions in the learning process, it 
seems from the examples and the models that he is using, that emotions of interest are those that 
restrict individuals’ performance, and prevent them from engaging in focusing on any cognitive 
activity. Thus, he is referring to negative emotions like anxiety, anger and frustration.  
The model’s emphasis is directed to the “personal or professional unfinished business emotion-
ally” (Ikehara 1999, p.66). This argument does not treat emotions as still being in the process of 
construction, but denotes attention to situations packed with negative emotions which, the author 
believes, do not allow learning to occur. As a result, the first priority is to deal with these negative 
emotions to solve the issues raised and to allow the cycle to move on. Piaget (see Brainerd 1978) 
has the same cognitive focus, as he proposes that cognitive structures and mental maps are created 
in order to allow individuals to understand and respond to physical experiences in the environ-
ment. Whenever the experiences are new, the individuals increase their cognitive flexibility, in 
order to cope with these new experiences. The same cognitive focus has the constructivist theory 
of Bruner (1996), arguing that the learner selects and transforms information, constructs hypothe-
ses and makes decisions based on a cognitive structure. The individual is reflecting on experi-
ences and is continuously interpreting the information given. He constructs his own meanings and 
mental models, by interpretation and understanding. The interpretations and assumptions of indi-
viduals about the world are important. Furthermore, Bruner believes that memory always recon-
structs the existing knowledge of the learner. 
Humanistic in direction, the basic concern of significant learning is for human growth. This in-
volves the whole person, and includes cognitive and emotional aspects of human nature. How-
ever, it is always self-initiated (even if the stimulus comes from outside), and is evaluated by the 
learner himself. It is seen as a self-actualisation process, which contributes to the fulfilment of the 
psychological needs of competence, self-determination and relatedness. The locus of learning is 
on the cognitive and affective needs, not only on the internal cognitive structure of the individual.  
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What is important in this orientation is that people are considered active agents of the situation, 
with choices and decisions; and, contrary to the passivity towards external stimuli that cognitive 
and behavioural traditions suggest, they have full control of the learning and the outcomes of the 
process.  
Furthermore, we can argue that significant learning theory contradicts two of its constituting ele-
ments. First, the contribution of the social aspects to personal development is not incorporated, 
despite the fact that learning is seen as a form of self-actualisation, and thus expected to consider 
society’s conditions of worth. Second, the construction of personal meaning which is the essence 
of significant learning, in combination with the self-evaluated nature of the learning, is not so in-
ternally constructed, because meaning is about the situation-specific evaluation of an individual’s 
welfare in interaction with the environment.   
Research on cognition approaches organisational learning as learning by the organisation as a 
whole, and not by individuals. Additionally, the simulation of the effect of cognition in organisa-
tional learning seems to miss the social and the cultural aspect of the learning process (Cook and 
Yanow 1993). A multi-level representation is more complete, as it combines cognition and the 
social, and takes into account the mental processes and actions of individuals as well as their or-
ganisational culture and routines, which are needed in order to explain cognition’s role in the 
learning process. This process recognises individuals as both the source and the target of influence 
in the organisation. The specificity of the individual impacts the social learning process in propor-
tion to the specificity of the organisation (in terms of authority), which impacts one’s overall rela-
tionship with the organisation (Foucault 2003). Akgun (2003) argues that social cognition uses 
mediators - such as information and knowledge processing, memory, thinking, unlearning, intelli-
gence, etc, - in social interactions within the organisation, in order to explain the organisational 
learning process.    
Disengaging from the conceptualisation of learning as something existing inside the individual, 
we obtain productive insights into the psychosocial human processes also involved.   
The social dimension 
A theory that covers both the cognitive and behavioural frameworks is the observational learning 
theory or social learning theory. The social learning theory of Bandura (1986) emphasises the im-
portance of observing and modelling the behaviours, attitudes and emotional reactions of others, 
and encompasses attention, memory and motivation. Therefore, it improves upon the strictly be-
havioural implementation of modelling by Miller and Dollard (1941). Social learning theory ex-
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plains human behaviour in terms of continuous reciprocal interaction between cognitive, behav-
ioural and environmental influences. Although individuals may through observation acquire be-
haviour, there is no evidence that they will perform this behaviour. The individual may reproduce 
the acquired behaviour in a situation where he has an incentive to do so. Nevertheless, it is argued 
that this theory, which is central to the idea of socialisation, cannot reveal a true capacity for 
learning by the individual in the organisational context. It is rather a behavioural conformity with 
the objective of receiving positive reinforcement.  
Bandura’s (1986) work on social learning is related to Vygotsky’s (1962) theoretical framework, 
according to which social interaction plays an important role in the development of cognition. His 
theory is an attempt to explain consciousness as the product of socialisation and result of cogni-
tive development.  
Key influences about the social interaction part of Vygotsky’s social development theory are ob-
served in the situated learning theory of Lave (1988). For example, the fact that Vygotsky’s learn-
ing instruction is seen as the transmission from expert to novice, equates with knowledge which 
could be de-contextualised, from the communities in which the knowledge is located (Wells 
1994).  
Wells’s (1994) belief that Vygotsky was referring to instruction not as a spontaneous, but as a col-
laborative assistance of other members of the culture, vaguely equates with situated learning. Roth 
(1998, p.16) has argued that the difference is that knowledge in situational learning takes place 
through the engagement in ‘authentic activities’ and not passing from the expert to the less 
knowledgeable with the objective of mastering a specific activity. 
Given this social orientation, apart from situated learning and communities of practice, transfor-
mative learning has evolved. Both share the characteristic that the learner exceeds the limits of 
self. The first, in particular, assumes that learning only occurs when the learner is a member of a 
community of practice -which excludes the individual dimension of learning- , while both draw 
on the development of a collective relational meaning which is the cumulative result of the indi-
viduals or the community of practice relational meanings. The element of meaning is key to both 
approaches, portraying a similarity with the significant learning (Rogers and Freiberg 1993).  
The model of situated learning posits that learning is a function of the activity, context and culture 
within which it occurs (Lave and Wenger 1991). It has been influenced by Gibson (1977), who 
argued that the environment consists of affordances, which provide the necessary information for 
perception. Perception is dependent on our interaction with the environment and occurs in refer-
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ence to our position, and to the reaction of the environment to our position. Eventually, social in-
teraction is given key emphasis in situational learning, and is realised by the introduction of the 
concept of communities of practice which embody certain beliefs and behaviours to be acquired. 
An individual usually starts from the periphery of a community of practice, and as he becomes 
more active, moves to the centre, where all learning and knowledge is available. However, as 
learning is structured within and by the activity context and the culture in which it occurs, it re-
mains a property of the collective, and its distribution in the organisation is rather unintentional 
(Lave and Wenger 1991). 
In conclusion of the above, learning is inherently social in nature. According to Lave and Wenger 
(1991), the best learning environments are world contexts where social relationships and tools 
give the best possible background for learning. Of course, this sociality of learning from the situ-
ated cognition perspective, is absolutely social, since it is based on experience and practice. 
Therefore, there is an application in cognitive apprenticeships in the form of personal interper-
sonal and community process development and in communities of practice in the form of sharing 
with others a common purpose, beliefs and behaviours. These context-based theories about learn-
ing might mean that learning could take place in various settings and is about social context and 
social interactions with others in every single setting. Akgun (2003) argues that organisational 
learning is better conceptualised as a product of social cognition, and that it is therefore socially 
constructed: learning is a dynamic process - initiated by social interaction- which involves every-
one who is related inside and outside the organisation, and is not an outcome of managerial and 
organisational cognitive processes. 
The model of transformative learning posits the revision of the structures, of meaning from ex-
perience. Meaning formation through critical reflection is consequently seen as essential in this 
form of learning. Transformative learning is defined as the social process of construing and ap-
propriating a new or revised interpretation of the meaning of one’s experiences as a guide to ac-
tion (Mezirow 1991). Meaning-making, through critical reflection, is shaped by meaning struc-
tures, which are not however always so ‘reflective’ upon rationality. It is a process by which one 
attempts to justify self-beliefs, either by rationally examining self-assumptions or by discussing 
with others in order to arrive at the most informed judgement. It is argued that this process is not 
always consciously driven, but is occasionally laden with extra-rational and unconscious factors, 
such as emotions, ethics, and implicit memory (which are usually involved at a tacit level). 
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Taylor (2001) argues that in the context where the transformative process is equally dependent on 
rationality, feelings and emotions, meaning structures can be altered and changed, outside the 
awareness of the individual in the unconscious sphere.  
It is argued that in practice, transformative learning is not so rationally and consciously driven as 
has been presented, but involves extra-rational and unconscious ways of knowing and revising 
meaning structures. Implicit memory, which includes the unconscious development of thoughts 
and actions, does not require reflection. On the contrary, the ‘imaginal’ method of Dirkx (2001),  
in which a deeper understanding of the emotional and spiritual dimensions is associated with 
meaningful experiences, is considered as extra-rational. With the ‘imaginal’ method, Dirkx pro-
poses to look at a learning situation by bringing our experiences to life, and trying to locate mean-
ing and values between experiences and the learning situation.  
Dirkx speaks for a new kind of transformative learning, because he believes that personally sig-
nificant and meaningful learning is grounded in the emotional imaginative connection with self 
and the broader social environment. The main argument is that the process of meaning-creation is 
imaginative and extra-rational, rather than reflexive and rational. This imagination about concep-
tual process of change and the importance of learning for society, is uniting different kinds of 
agencies in the construction of the learning discourse(Grey 2001). However, although meaning-
creation is an individual construction process in relation to one’s goal relevance and the environ-
ment, Dirkx’s process is limited, as it cannot be characterised partially as extra-rational and 
imaginative, as Dirkx claims. It can either be rational or not, either reflexive or premeditated.  Al-
though his core theory stands for imaginative meaning-creation, he believes that recalling positive 
emotional experiences of learning can involve the person in any new learning experience. How-
ever, what happens when the new learning experience does not provoke a positive relational 
meaning for the individual, irrespective of the similar past positive experiences? Is the affective 
climate of the past enough?   
Transformative learning involves a deep shift in consciousness that revises the thoughts, feelings 
and actions of the individual. Studies on cognition and emotion show that a prerequisite for devel-
oping  a critical reflective capacity is the acquisition of  the ability to recognise feelings and emo-
tions as integral aspects of learning from experience (Taylor 2001). Izard et all (2001) come close 
to this position in researching emotion knowledge as a predictor of social behaviour and academic 
competence in children at risk. They have argued that the ability to detect and characterise emo-
tions facilitates social interaction, as well as help children to overcome and deal effectively with 
learning problems. Emotions knowledge can mediate on the effects of verbal ability on academic 
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competence and, apart from the child’s temperament, it helps the development of a socio-
emotional competence.  
Given the situation described about emotions in organisational settings in the section on emotions, 
we see that through the process of exploration and understanding someone’s feelings, change in 
meaning structures is possible. Taylor deals with the importance of introducing emotions to the 
process of transformative learning, in relation to understanding, borrowing the propositions of 
emotional intelligence (Goleman 1996) and of Gardner’s (1993) theory of multiple intelligences 
to support this. He believes that by emotional intelligence, one can have positive results in manag-
ing the emotional nature of learning. Goleman argued that people who can control their emotional 
life are more likely to be content and effective in their lives and easily focused on their work and 
other life attainments. Gardner argued that people should be able to understand their feelings, re-
sponses and the feelings of others, in order to interact appropriately with others in society. Vakola  
and colleagues (2004) have argued that emotional intelligence contributes significantly to the em-
ployees’ attitudes towards organisational change.  
Narratives & Conversation 
Known for their theory of experiential learning, Kolb et all (2002) introduce conversational learn-
ing as the experiential learning process which occurs in conversation.  
Individuals move through the cycle of experiencing, reflecting, abstracting and acting (the experi-
ential cycle with an internal cognitive structuring as the locus of learning), as they construct 
meaning from their experiences in conversations with others. 
The theory transcends the experiential cycle, with an internal cognitive structuring as the locus of 
learning, up to a constructionist level, where the self negotiates meaning with others. Conversa-
tion is a meaning-making process where understanding is achieved through interplay of state-
ments and narratives employed in a thesis and antithesis plot.  
The reflection of individuals through narrative-telling brings us close to the conversation theory of 
Pask (1975). The fundamental idea of the theory is that learning occurs through conversations 
about a certain subject, and that these conversations allow knowledge to be made more explicit. 
Additionally, Gullen (1999) cited in Stewart (2001) believes that individuals in the learning proc-
ess negotiate and construct meaning. This view presents learning as a reflective and narrative ac-
tivity, and emphasises the importance of language use and its role in the construction of learning. 
Storytelling is the central theme and the “heart of improvisation” (Koppett 2001, p.67). Improvi-
sation is synonymous with construct. As Koppett argues, improvisers create narratives collabora-
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tively and without the benefits of revision. That possibly means that feelings and emotions play an 
important role, as they colour and influence the stories people tell and thus facilitate story-telling. 
The use of narratives is limited in understanding learning, since people take part in narrative-
telling or conversation, because they have a purpose and a stake. We should be able to understand 
the ways and the social context in which people negotiate their meanings in conversation with one 
another. Willig (2001) argues that people interpret questions in their own way and formulate ar-
guments based on their interpretations. They analyse expressions based on the expected accom-
plishments in the social context in which they exist. In an organisation where learning is acknowl-
edged as a means of integration and advancement for individuals and the organisation, then peo-
ple’s expressed attitudes towards learning will be consistent and positive. Consequently, narra-
tives can act as sources of learning in organisations if we accept and understand that language is a 
social action, and that its use is non- representational.  
CONCEPTUALISATION OF LEARNING 
In this thesis, learning has been considered in relation to the meaning it has in the organisational 
discursive context. It is argued that learning is synonymous with adult learning. As regards re-
flecting and narrative activity, learning in organisations is synonymous with organisational learn-
ing, embodying the uniqueness of individuals (Stewart 2001), in a similar way to collective or 
group learning. It is argued that learning is related to the learner as an individual, as a member of 
his/her learning environment - the organisation which functions as a smaller ‘society’ - and to the 
individual’s understanding of meanings about learning. It is argued that learning is not a consen-
sual object of thought, and that individuals construct learning differently through language, influ-
enced by social practices and the construction of emergent identity.  
Learning is implicated in the ways in which we experience others and ourselves, meaning the dis-
cursive worlds people inhabit, regarding their implications for possible ways-of-being. In this 
sense, it also involves one’s warranting in consideration of future outcomes: “where attributions 
of learning and of competence are socially consequential, as is the case in educational and work-
related contexts, they primarily concern the warrantability of anticipations of future perform-
ance” (Holmes 2000, p.2).  
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LEARNING CONCEPTUAL FRAMEWORK  
In a constructionist reading of the situation, it is argued that we seek aspects of the (organisa-
tional) world in particular ways which are used for particular purposes (to serve the purpose of the 
organisation). Thus learning is linked as a relational product of the “activities” in which we en-
gage in relation to the organisational purpose.  
Figure 1 : Organisational Learning 
 
Following this argument, it is important to pay attention to the way leaders and managers lead, 
and to the quality of intervention they exercise in the learning process, because they are princi-
pally responsible for laying the groundwork for employees’ participation in social practices which 
prop up the “activities” for organisational learning. The outcome/result is seen as an interpretation 
historically founded, contextually verifiable, linguistically generated and socially negotiated 
(Raskin 2002). Organisational learning prescribes processes which explain how the organisation 
has evolved. Experimentation of the past is embodied in current practices, in which action is in-
fluenced by appropriateness of these practices to the situation. Shared perceptions of appropriate-
ness are considered as an element of adaptation. As knowledge is linked to activity and purpose, 
embedded in a background common sense and history, organisational learning could also be seen 
as a process through which the organisation expands the repertoires and possibilities for action.  
The situation for “learning” encompasses one’s inner plans, which are being partially shaped by 
the talk and activities of others. Consequently, a discursive shape of the situation pre-exists, in 
which people are involved in what Shotter (1997) calls “joint action”. This discursive shape em-
beds the ways of speaking, the way things are done, the ways of judging right or wrong, and struc-
tures a background common sense. For Shotter (2002), this background common sense (defined 
as ‘ethos’) determines what is ‘real’, possible and impossible, and what is ordinary and extra-
ordinary. Although the person-world relations are both routed-in and structure this background by 
self-other conscious experiences and accountable forms, people are not aware of their involve-
ment in this construction.  
Activities Organisational Purpose Outcome  / Result 
Organisational Learning
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In this context, ‘joint action’ is a ΄΄zone of uncertainty΄΄. This zone is situated between actions, 
which one is able to perform, and what happens irrespective of one’s will, out of one’s control. It 
is the unpredictable outcomes of people’s actions which generate an ‘organised practical moral 
setting’ between them (Shotter 2002, p.39). Without consciously realising, people develop and 
share between them a common sense world, which embeds moral enablement(s), constraints, 
privileges, obligations, etc. 
Applying this concept of “joint action” to the organisation, it is argued that people could create 
appropriate practical moral situations among themselves, not necessarily containing any material 
measurable object, which keeps them aligned. However, these situations constitute something to 
which all can contribute, and which is maintained by commitments and promises; “for those in a 
situation, they feel required to conform to the things within, because they call upon each other to 
recognize and respect what exists between them” (Shotter 1997, p.5).  
Figure 2 : Organisational Learning and Joint Action conceptualisation 
 
“Joint action” is neither an individual action nor behaviour, but a dynamic expressive and respon-
sive relation with others and the surroundings. It is a state in which natural propensity and cultural 
influences are interrelated. Shotter (1998, 1999 and 2005) argues that when people engage in joint 
action, they are in an impulsively responsive relation to others. Their activity then is not an activ-
ity of their own, but is shaped by being responsive to the activities of others. Consequently, the 
actions of the “joint action” are actions of those involved and not actions of one or the other. Shot-
ter (2005) defined “joint action” as “the dialogical” or “the chiasmic”, an activity which is consti-
tutive of peoples’ social and personal identities, and determines the ways of knowing available. 
“Joint action” lacks specificity; despite having an intentional quality that creates a social bond, 
and as a living activity, it points towards the events around and towards the expectations for the 
future, therefore it leaves open the possibilities for action.  
“Joint Action” Organisational Purpose Outcome  / Result 
Organisational Learning
Realized in circumstantially 
appropriate situations 
between people
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“People can have a sense of belonging in people’s reality, only if others around them are 
prepared to respond to what they do and say seriously; that is if they are treated as a 
proper participant in that people’s authoring of their reality, and not excluded from it in 
some way. For only then will they feel that the reality in which they live is as much theirs 
as anyone else’s” (Shotter 1993, p.39). 
Contrary to what Clark (1996) argued, namely that people are involved in joint action when there 
is a coordination problem, this study favours the positive effect that positive emotions have on 
people regarding Fredrickson’s (1988) “build and broaden” theory, which allows them to produce 
a collaborative joint action with unpredictable results, through the mediation of shared meaning. 
Therefore, instead of locating people’s participation in coordination as necessary to solve a prob-
lem, this study suggests that a joint action is a moral state with rich potential in which people re-
spond sensitively towards each other: “they are there” in their relationships, acting together as 
“we”. It is not as if one is coordinating with the other, but as if both are being sensitive towards 
each other.  
Shotter seems influenced by Vygotsky’s joint activity definition. However, despite the lexical 
comparability of Shotter’s joint action with Vygotsky’s joint activity, these concepts are different. 
It is the lack of specificity and of intentional cognitive performance, which differentiates Shotter’s 
joint action from Vygotsky’s joint activity. However, it can be argued that both share the social 
element of understanding and knowledge construction, through the collaborative talk and interac-
tion around meaningful activities like tasks, problems and tools. Roth (1998) has argued that al-
though socially and culturally organised, joint activity serves mainly one’s cognitive needs. That 
is to say, novices participate in practice until they develop the necessary skills to manage the ac-
tivity on their own. This incorporates Vygotsky’s notion of mastering scientific concepts with sys-
temic and teacher-directed instruction. The concept of joint activity has been extended by Cole 
(1985) cited in Roth, to collaborating peer groups, it has again remained focused on the exchange 
of differential expertise for increasing participants’ cognitive competence.  
The following example has the objective of defining “join action”. It comes from the author’s ex-
perience, as he has been simultaneously an observer and participant of the researched organisa-
tion: 
“The management team of the organisation we researched decided to emphasise dramatic 
improvement in results. This required alignment and belief that this was something possi-
ble; at the same time this was not possible following the known thinking, practices and 
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patterns of justification and planning. Since there was no “rational” evidence for the an-
ticipation of realising this “possibility” in the future, the management team, being within 
the situation, had to conform to the things within, not because of its “possibility” but be-
cause of moral forces of commitments, and promises, not because of delegation of rights 
or duties but purely due to moral enablement(s) between them. Therefore, connection be-
tween them was based on the commitment of each member of the team to contribute to the 
construction of the new organisational (social) reality” (Researcher’s experience, 2007). 
This view calls for a new conceptualisation of learning more aligned with situational learning.  
However, this conceptualisation goes further than social constructionism, and/or situational learn-
ing, since it builds on the individuals’ contribution, to achieve a more flexible and efficient or-
ganisation. The positive relational meaning of all members of the organisation is the key element 
in this conceptualisation. This allows for the participation in joint action and makes the individu-
als think and act for the organisational purpose. The participation in this process is defined in this 
thesis as “productive positive” organisational learning.  
‘Productive Positive’ Organisational Learning  
Positive organisational learning is situated within the context of a broader conceptualisation of 
situated and transformative learning, in which each member’s participation within a joint action is 
the key element. 
This learning is productive and positive, because it stems from positive relational meanings of 
work, and consequently from positive emotions generated by positive meanings, and is embedded 
in an appropriate culture. Practices and leadership that ensure the exchange of valid information, 
transparency and openness, clarity of tasks, ownership and accountability, support this culture.    
The main difference with double-loop learning is that productive positive organisational learning 
is the result of a meaning-creation process, not a personality trait characteristic and not drawn 
from a rational cognitive process. This is situated here as the capacity to be able to think the un-
thinkable. To do so is to make something possible, that before was impossible. It is much more 
than double-loop learning or deutero-learning (learn to unlearn) as defined by Argyris (1999). De-
spite this, it shares similar elements with the former. What differentiates it, is that it does not fol-
low parameters set by the organisation, but is referred to as something resulting from the goal-
congruent event of the achievement of commitments of importance and from the personal positive 
meaning of each and every actor in the organisation. Productive positive learning results from 
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positive appraisals of the meaning that work has for the individual, and incorporates an increased 
psychological, social and cognitive coping capacity. 
Deutero-learning (Argyris 1999), is a type of ‘productive positive organisational learning’ which 
again faces the limitation that it is based on a single prerequisite of cognitive rationality. True 
productive positive learning is the learning that occurs between conflicting factors of adversity 
and ‘liminality’. Learning takes place mostly at the limits of the organisation in terms of inher-
ently old and new structures. It is then important to understand that people need an extra capacity 
for openness and broadening, because they feel the vulnerability and the threat that this openness 
process creates per se. At such moments, the organisation needs productive positive learning de-
livered by its members who paradoxically are the ones most threatened by this process. The ca-
pacity of people to demonstrate true openness within difficult moments serves organisational ob-
jectives for the unconditional achieving of efficiency and effectiveness, while at the same time 
helping the positive relational meaning for the individual.  
Positive emotions work to develop the increased cognitive and emotional capacity that these mo-
ments require.  The broadened individual can seek and look towards alternative courses of action 
because he/she is able to find positive relational meaning in the appraisal of the person-
organisation relationship. This process is of course dynamic. Positive relational meaning results in 
new positive emotions, creating broadening and increased cognitive capacity, which in turn 
strengthens the ability to find positive meaning in everyday life endeavours. Under such a scheme, 
the individual is capable of accepting change as an everyday activity and develops the capacity for 
continuous adaptation to the environment by managing change, and not just by coping with it. In 
that way, individuals occupy new behaviours according to the needs of effectiveness, irrespective 
of the period the organisation is going through. Either it is a positive organisational period or one 
of crisis.   
Positive relational meaning is drawn from experiences of competence, achievement, involvement 
etc., and there is no positive relational meaning that is drawn from negative experiences. Meaning 
derived from negative experiences serves the emotional coping with avoidance or is a different 
and new meaning. This is a cognitive coping, which alters only what is in the mind and which 
does not allow productive positive learning to occur. This is so, because the emotions generated in 
this case are negative, and it is the emotions that do not allow learning to occur. 
86 
 
The similarity between transformational learning and productive positive learning lies in the sense 
that both require a procedure of changing structures of thought by reflection -in a more integrated 
perspective- of habitual practices, current policies, value-frameworks and strategies.   
CONCLUSION 
Turning from viewing learning as an individual’s situation to a social one, it directs our attention 
to the relationships within the organisation and the leadership role. Preferred approaches towards 
learning are those situated as socially constructed involving the individual, others and the organi-
sation. Learning is implicated in the ways people see themselves in relation to their possibilities of 
action and in the implication of these actions for self and subjective experience, being involved in 
joint action. This, when it draws on positive relational meaning, is defined as productive positive 
learning, and extends to situational communities of practice and transformative learning.  How-
ever, the central element of all of these approaches is that learning, meaning and understanding 
are all defined in relation to actional contexts rather than to self-contained, mental or linguistic 
structures.  
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Chapter 3 - PREVIOUS RESEARCH 
Findings from the work in document 3 suggest that organisations are very emotional places. The 
discursive object “positive emotion” has been constructed in ways that built on intellectual, social, 
and psychological resources. The organisational context prepares the ground for permitted and 
proper emotional experiences, practices and behaviours, in a social context of constant discourses 
of exchanges. Positive emotions have been constructed as something requiring a mutual beneficial 
arrangement between employee and organisation in a form of exchange. They have been con-
structed in relation to the psychosocial needs of socialisation, security, fulfilment, recognition, 
evaluation, reward, and job satisfaction, drawing on social arrangement and psychological dis-
courses. These have indicated that many things depend on the quality and the continuity of the 
subjects’ relationship with the organisation. The construction of positive emotion in psychological 
and romantic discourses related to performance has positioned the employee in a dependable con-
dition of exchange with the organisation, and has created emphasis on the engagement issue with 
the organisation. 
The findings have suggested that positive emotions have helped people to pursue positive mean-
ing components. These meaning components are related to reward, positive evaluation, good co-
operation, recognition, accomplishment, achievement, responsibility and development in the or-
ganisational context.  
People experiencing positive emotions seemed able to pursue positive meaning components, like 
problem solving, learning of new information and creativity. These components drew upon the 
development of intellectual resources. Similarly, acceptance and solidification of bonds with col-
leagues were components which helped the development of social resources. Finally, optimism, 
sense of identity, goal orientation and security were components which built on psychological re-
sources. Positive emotions have also been related to knowledge-creation, cognition and attention, 
serving in this way in a broadening process. 
The findings of document 4 provided some signs that positive emotions are related to learning. 
Findings suggested that individuals who were experiencing positive emotions before a learning 
event were also likely to experience positive emotions afterwards. Moreover, individuals in that 
state had a higher likelihood of overall positive cognitive appraisal, since they had assessed the 
learning event positively, regarding its pleasantness and relevance to their personal goals. In 
document 4, we researched the research problem of positive emotions and learning in the organi-
sations, using two main propositions.  
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Proposition 1: people experiencing positive emotions before a learning event were more likely to 
also experience positive emotions afterwards. 
Proposition 2: those with positive emotions before the event, who maintained those positive emo-
tions afterwards also had a high possibility of appraising positively the three dimensions of ap-
praisal of the learning event, namely: pleasantness of the event, relevance to personal goals, and 
coping ability. 
For this analysis, we have used an experiment to test the experimental propositions above, where 
the independent variables in our experiment were the showing of the film and the learning event, 
while the dependent variable were the emotions.  
Researchers had not tested these propositions empirically before, so we believed that structured 
research was suitable in order to get empirically tested indications about the possible positive cor-
relations of positive emotions and learning.  
Although the learning event used as the independent variable took place with the same format and  
content and within the same context as the official learning event which was about to follow, the 
organisational context illustrated partly a clinical experimental context for three reasons. Firstly, 
invitations sent had an informal style. Secondly, people knew it was a pre-learning event and not 
the official event per se. Thirdly, the learning process took place in a normal working day, and 
participants were free to participate or not. In brief, the whole process represented for the partici-
pants a free choice for self-involvement, but it had a structure according to the organisational 
standards from the beginning. 
Findings have established positive correlations in subjects who started with positive emotions be-
fore the learning event, and who had positive emotions after the event. The same was not true for 
those subjects who started with negative emotions.   
In the second part of the research, a positive correlation emerged in subjects who felt positive 
emotions after the learning event, with two dimensions: relevance of the situation to personal 
goals, and pleasantness of the situation. Subjects feeling positive emotions saw the learning situa-
tion as relevant to personal goals, and marked the learning event as a pleasant situation. From the 
regression analysis, we noticed that those who felt positive emotions after the learning event were 
likely to evaluate positively the pleasantness of the situation dimension. The positive correlation 
was 0.652 > 0.05level of significance. The sig. was 0.03<0.05; thus the Ho was rejected. Simi-
larly, the dimension of relevance of the situation to personal goals presented a positive correlation. 
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R was 0.618, while r² was smaller than the previous case –indicating a rather week overall correla-
tion r²=0.382. The sig. was 0.043<0.05, and allowed us to reject the Ho.  
On the other hand, we did not outline a correlation of positive emotions with the ability to cope. 
For the ability to cope, the positive correlation was r=0.425 and r²=0.181, signifying a very small 
overall correlation. The sig. was 0.192>0.05. Therefore, we did not accept the Ho and we under-
stood that the two values were irrelevant.  
In conclusion, document 4 results suggested a correlation of positive emotions with positive ap-
praisals of an event’s pleasantness and relevance to self. These, together with the findings from 
document 3, have informed us about the mediation effect of personal relational meaning.  The 
positive and negative meaning components involved are depicted in the following tables: 
Positive emotions 
Reward Positive reap-
praisal 
Positive 
evaluation 
Good coop-
eration 
Recognition Approval 
Achievement Responsibility Authority 
(control) 
Learning Productivity Socialisation 
Problem solv-
ing 
New informa-
tion 
Creativity Solidification 
of social 
bonds 
Optimism Sense of iden-
tity 
Goal orienta-
tion 
Security Knowledge  Satisfaction Fulfilment Commitment 
(used as 
alignment) 
 
Negative emotions 
Narrowing Avoidance Socialising 
problems 
Communication 
problems 
Difficulty in 
understanding 
Denial to co-
operate 
Non- align-
ment 
Loss in an 
exchange 
Work load 
(content) 
Tension Unbalanced 
work life – 
personal life 
Un-honest 
communication
Source: Document 3 research results  
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CONCLUSION 
Documents 3 and 4 demonstrated that people refer to positive emotions using examples and de-
scriptions of situations full of positive meaning for themselves. However, their reports of meaning 
depicted its internal-social ‘negotiated’ structure. Positive meaning and positive emotions were 
rooted in a shared structure of feeling, a background in which both were formative of the social 
realities people occupied. People forms of life and expressions regarding positive and negative 
emotions were developed in relation to relational meaning, which was about what was felt as right 
or wrong, appropriate or inappropriate by them, as well as by the others around them. 
The following chapter sets out to show how previous research led to the development of the 
propositions of this thesis, providing an overview of the conceptual framework incorporating all 
the elements of theory that support the propositions of the thesis. For that reason, a model is used. 
The model does not claim to represent an exact replica of ‘reality’, but serves rather as an opera-
tional overview of the various elements. As such it is a selective representation of the world. 
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Chapter 4 – PROPOSITIONS AND RESEARCH QUESTIONS 
RESEARCH PROBLEM 
How do positive emotions facilitate learning in organisations? 
THE DEVELOPMENT OF PROPOSITIONS 
The findings from documents 3 and 4, and the literature review, suggest that positive emotions are 
involved with positive relational meaning in the organisational context:  
Research findings in document 4 have established positive correlations in subjects that started 
with positive emotions before a learning event, and had positive emotions after the learning event. 
This was not true for those subjects who started with negative emotions.  In the second part of this 
research, a positive correlation emerged in subjects who felt positive emotions before and after the 
learning event, with the first two dimensions of appraisal: the relevance of the situation to per-
sonal goals and the pleasantness of the situation. Subjects, feeling positive emotions before and 
after the learning event saw the learning situation as relevant to personal goals, and marked the 
learning event as a pleasant situation. On the contrary, the third appraisal dimension of coping 
showed no correlation, and could not justify a link between coping and positive emotions felt be-
fore and after the learning event. 
Fredrickson’s (1998) ‘broaden and build model’ of positive emotions suggested that positive 
emotions broaden one’s momentary thought-action, building physical, intellectual and social re-
sources. Positive emotions are capable of broadening the scope of attention, cognition and action, 
stemming from, but also giving form and structure to, positive relational meaning.  
The interpersonal organisational engagements are full of meaning for everyone involved, because 
one’s relational meaning is created by negotiating goals in relation with others and the environ-
ment (Lazarus 1991b) , (Fredrickson 2000c). In an organisation, relational meaning as the out-
come of the appraisal process relates to social and psychological need satisfaction and situations, 
some of which point to a leadership role, others to practices, and some to the role that one’s pro-
fessional identity plays within the organisation. Being the mediator of thought and speech, involv-
ing the self and others, when shared by the participants in particular circumstances, meaning em-
beds legitimate agreements and a certain relational ethos for those participants.  When this shared 
relational meaning is positive, it allows participation and alignment, and eventually supports 
learning as defined in the present thesis as one that incorporates positive relational meaning, in-
volvement, engagement, and has cognitive, psychological and social dimensions.  
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People enter into a learning situation whenever they see positive relational meaning for them-
selves, whenever they consider the environment safe and not threatening, and whenever they per-
ceive future endings favourably for their own advancement. Since positive relational meaning is 
the main element for reporting connection, engagement and alignment with the organisation, 
searching for the elements involved with the development of positive relational meaning in the 
organisation, was decided.  
These have influenced thinking, in the sense that if one could “infuse” organisational situations 
with dominant elements related to positive relational meaning, one could manage to improve or-
ganisational learning.      
Furthermore, it was predicted that people with positive relational meaning, are in consequence 
involved in “positive” joint actions with other people in the organisation, resulting in alignment 
with the organisational purpose. 
In brief, people having positive affect are likely to be involved in a “productive positive” learning 
process, which emerges as a product of joint action, alignment to the organisational purpose and 
positive relational meaning from an engagement with the organisation. The participation, and not 
the outcome, of this process is what “productive positive” learning is, which results from engage-
ment with the organisation. It was therefore to be expected that: 
Proposition 1: The effect of positive emotions on learning is “mediated” by positive relational 
meaning. 
Proposition 2: Positive affect individuals are likely to develop positive relational meaning from 
their relationship with the organisation, whilst the quality of their relationship expresses the extent 
of self-engagement with the organisation.   
• It is expected that those individuals construct positive relational meaning upon and 
from an engagement relationship, which covers the components of psychological and 
cognitive needs satisfaction. [Self-determination (drawing on support and autonomy), 
competence (drawing on structure), and relatedness (drawing on involvement)].  
• It is also expected that those individuals construct positive relational meaning from 
satisfaction of achievement, affiliation, intimacy and power social needs. 
Positive relational meaning is the reading of a positive relationship of the individual with the or-
ganisation, and this relationship represents the extent of engagement with the organisation. “En-
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gagement is a term that captures the intensity and the emotional quality people show when they 
initiate and carry out activities[…] when highly engaged people behave in ways that are active 
and that allow them to express positive emotions” (Reeve 2001, p.109). The origin of engagement 
is the fulfilment of the psychological needs for self-determination, competence and relatedness. 
Proposition 3: Positive affect individuals are likely to be involved in “joint action” with others, 
having a clear sense and alignment with the organisational purpose. 
• It is expected that quality interpersonal relationships, which satisfy psychological, 
cognitive and social needs, help the involvement with others in “joint actions” realised 
in circumstantially appropriate situations.   
Proposition 4: Leadership is expected to play a catalyst role in the creation of positive relational 
meaning because it influences, through working practices, the quality of interpersonal relation-
ships.  
RESEARCH QUESTION 
The research question of the thesis is: 
• What are the components of meaning involved with positive emotions and organisational 
learning? How does relational meaning mediate between positive emotions and organisational 
learning? 
CONCEPTUAL FRAMEWORK 
In order to ‘guarantee’ performance outcomes, leadership should find a way to generate alignment 
and participation towards organisational purpose. In the model below, we propose that leaders 
could change or restructure the background common sense or ‘ethos’ of the organisation,  through 
the development of moral arrangements, enablement(s) and commitments of people in joint ac-
tions towards the organisational purpose. 
To do this, and bearing in mind the fact that leadership influences organisational purpose, leader-
ship has to secure (by its involvement) the quality (with the meaning of engagement) of interper-
sonal relationships, constant support of identities and of organisational practices.  
 
In doing the former (engagement), the key areas of leadership team involvement and work in 
‘managing’ for quality for interpersonal relationships are the following: 
1. addressing and covering psycho-cognitive needs  
(self-determination, competence, relatedness) and 
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2. addressing and covering social needs  
(achievement, affiliation, intimacy, power). 
 
In doing the latter, the key areas of leadership team involvement and work in the ‘leading’ of 
practices and identities are the following: 
1. positive feedback;  
2. autonomy support;  
3. optimal challenge;  
4. initiative and choice;  
5. communal relationships and 
6. clear structure and roles. 
When work on the above elements results in the development of positive (relational) meaning for 
the staff of the organisation, a committed action(s) towards the organisational purpose develops. 
In that interactive process, positive emotions help, since they relate with positive relational mean-
ing. Meaning is the mediator which connects people to ‘productive positive’ organisational learn-
ing.  
Figure 3: Conceptual framework 
 
Source: Chapters 1, 2, 3 & 4  
“Joint Action” Organisational Purpose Outcome  / Result 
PRODUCTIVE POSITIVE 
ORGANISATIONAL LEARNING (A PROCESS OF PARTICIPATION)
Realized in circumstantially 
appropriate situations 
between people
LEADERSHIP &
MANAGEMENT 
Practices & Identities 
coaching
Positive Feedback
Autonomy support
Optimal challenge
Initiative &choice
Communal relationships
Clear Structure & Roles
(Involvement )Quality of 
interpersonal 
Relationships
POSITIVE AFFECT
POSITIVE EMOTIONS
Positive Relational 
Meaning
Psycho-cognitive needs
Self – determination
Competence
Relatedness
Social Needs
Achievement
Affiliation
Intimacy
Power
Influences
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OPERATIONAL RESEARCH QUESTIONS 
In consequence of and in support of the propositions, the main operational research questions 
were the following:  
Question 1: How have managers constructed meaning in relation to any job, their job, supervisor, 
colleagues, and subordinates?  
Question 2: How have managers perceived how their supervisors, colleagues and subordinates 
construct meaning? 
It was expected that the above questions could provide answers about managers’ relational mean-
ing from their relationship with the organisation, concerning the engagement stemming from psy-
chological, cognitive and social needs satisfaction.   
Question 3: How have managers constructed opinions about what was going on, what should 
have been going on, and what could have been their contribution? 
It was expected that question 3 could provide answers about the practices within the organisation, 
professional identities and leadership influences. 
Question 4: How have managers constructed the future, in relation to the organisational purpose?  
One should bear in mind that the objective of the research questions was the identification of the 
variables involved in linking positive emotions and organisational learning. Supporting the four 
propositions, and the exploratory nature of this thesis, it is argued that questioning of the “How” 
identifies with questioning of the “What?” (are the variables involved?).  
As a result, an interview discussion framework (appendix 3) was developed, to approximate an-
swers to the above research questions and propositions. The questions therefore became more 
specific to the discourse analysis application: 
1. How was meaning constructed for those who possessed a positive, negative, or a neutral af-
fectivity ratio? 
2. What discourses were identified by those who possessed a positive, negative, or a neutral af-
fectivity ratio, and why? 
3. What was their coping capacity? 
4. How did they see change? (What discourses were constructed in relation to change?) 
5. What were the implications for learning from their constructions, positionings and actions? 
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CONCEPTS IN SUPPORT OF THE FRAMEWORK 
Relational Meaning 
Lazarus defines the whole process of appraisal as relational meaning, which is the cognitive basis 
for an emotion, and which takes into account both the personal stakes and what confronts  one’s 
well-being in the environment (Lazarus 1991b and 1994b) and Chapter two.  
Leadership 
From one aspect, the leadership role influences the organisational purpose in relation to its clarity 
and its communication to all members of the organisation. Lack of clarity in the organisational 
purpose affects the clarity and the congruence or incongruence between the primary and existen-
tial task. From the other aspect, the leadership role sets the practices, and facilitates or impedes 
the emergent peoples’ identities in the organisation, affecting individuals’ psychological, cogni-
tive and social needs fulfilment.   
An environment where there is a combination of structure, positive discipline, high expectations, 
clearly communicated guidelines, nurture and opportunities for meaningful choice, is one that fa-
cilitates achievement of self-actualisation and engagement.  
Structure 
Those leaders who communicate clear expectations regarding performance, follow up, offer help, 
provide challenges, and adjust their interaction style according to the capacities of others, provide 
structure. Structure enhances engagement, because it involves and satisfies the need for compe-
tence. 
Involvement 
The quality of interpersonal relationships between a leader and an employee, and the willingness 
of each to dedicate psychological resources to the other, is all about involvement (Reeve 2001). 
As argued above, involvement enhances engagement, because it involves and satisfies the need 
for relatedness. Relatedness satisfaction requires the development of a social bond between the 
self and others. It is essential that the self looks important in the eyes of others. 
Leaders expressing affection “are there” for others, listen empathetically, remaining attentive to 
others’ needs and emotions, and sharing personal feelings, attention and energy, create involve-
ment. 
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Autonomy support 
Leaders, by providing others with choices and options, being flexible, supporting employees’ ini-
tiatives, and being rational regarding demands, support autonomy. Autonomy support enhances 
engagement because it involves and satisfies the need for self-determination. 
Drawing on the suggestions of humanistic psychology, we could argue that people are basically 
cooperative, constructive and trustworthy, and that when they are free from defensiveness, they 
can be positive, forward-looking and constructive. They possess the capacity to move from a state 
of maladjustment to a state of psychological adjustment. This ability could only be released within 
a relationship, which, according to Rogers, has the characteristics of a therapeutic relationship. 
The function of the leader is to facilitate this relationship by providing conditions that lead to 
meaningful self-participation. In comparison with the therapist’s job, three conditions seem to be 
important: realness; prizing, acceptance and trust; and empathic understanding. Thereby, the 
leader of the organisation should be authentic and honest in his interactions with the members of 
the organisation, should not judge as wrong or right what is said and felt, and should be involved 
in empathic understanding, which is exercised by non-evaluative listening and responding.   
Emotional impacts 
It is argued that leaders can influence their followers’ emotional state in many ways (George 
2000). For, example, leaders who feel excited, enthusiastic and energetic are likely to similarly 
energise their followers. Leaders who feel distressed and hostile are more likely to negatively ac-
tivate their subordinates (Brief 2002). This is known as transformational leadership, where leaders 
use strong emotions in order to arouse similar feelings in their audience. With regard to that, it has 
been shown that: “transformational leaders are more optimistic than other types of leaders. As 
transformational leaders set challenging goals, often in difficult situations, it is essential to have 
convinced their members that these goals are feasible. Maintaining optimistic mood is very im-
portant to this sense of success” (Lewis 2000, p. 222). Recent findings suggest that leaders’ influ-
ences upon emotional process variables were found to have a large impact on employees’ per-
formance (Humphrey 2002). He concluded that managing team members’ emotional states (such 
as optimism) is the main way in which leaders influence performance. A few years ago, Lewis 
(2000) found in a laboratory study that leaders’ negative emotional attitude influenced the partici-
pants’ affective state. Negative emotional display had a significant and negative effect on partici-
pant’s assessment of leader effectiveness, compared to a more neutral emotional state. 
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Organisational Purpose 
A strong relationship to the organisational purpose gives a unified direction and inspiration that 
energises and focuses the thinking of everyone involved in the organisation. Seen as congruence 
between the normative primary and the existential task, organisational purpose involves a positive 
appraisal of the goals at stake for the individual, and for the individual’s confidence in the actions 
of the organisation in relation to his/her well-being. This appraisal results in positive relational 
meaning and in the construction of an optimal individual-organisation relationship. It is further 
accompanied by one’s coping ability and expectations for the future which, when positive, lead to 
the positive relational meaning being involved in a positive emotion(Lazarus 1994b).  
On the other hand, eventual goal incongruence creates negative appraisals, resulting in experi-
ences of negative emotions. These cases have monopolised the interest of the organisational de-
velopment researchers and organisational psychologists, since they are more commonly observed, 
and since they possess a specific action tendency, which is directly related to problem-focused 
coping.   
 
 
 
 
 
 
 
 
 
 
 
 
99 
 
Chapter 5 - METHODOLOGY 
INTRODUCTION 
Chapter 4 identified several research questions and the conceptual framework; this chapter dis-
cusses the major methodology used to collect data, which helps to understand further the theoreti-
cal implications of the propositions. This chapter should allow another researcher to replicate the 
research; therefore, the chapter attempts to elucidate the exact procedures followed. It also needs 
to provide assurance that appropriate procedures were followed. The chapter is organised around 
five major topics: justification for the paradigm and methodology, research procedures, reflexivi-
ty, limitations of the methodology and ethical considerations.  
JUSTIFICATION FOR THE PARADIGM AND METHODOLOGY 
The major methodology of this research has been qualitative. The qualitative approach of this the-
sis aimed to explore meaning, to investigate little understood phenomena, and to identify impor-
tant variables in order to enhance or generate new propositions for further research (Oppenheim 
1992; Remenyi et al 2002). It might well be chosen for the investigation of issues like emotions, 
meaning and learning, which are difficult to measure (Remenyi et al 2002). The objective was to 
explore and understand the propositions in order to develop an analytic generalisation (Yin 2003) 
and not to accept or reject them by finding enumerating frequencies ending to a statistical gener-
alisation (which was not possible). 
PARADIGM 
Chalmers (1999) questions the validity and reliability of the “power” (principle) of induction, 
while Feyerabend (1997) takes a two-fold perspective. Feyerabend contends that the rules of sci-
ence that methodologists follow cannot cater for the complexity of humans and the nature of the 
outcomes of their actions and decisions. It seems that in order to make a conclusion, one should 
fly among different philosophies, choosing each time one that fits the situation. Feyerabend says 
that science is facing opposing explanations, since induction contains inferences and observation 
of events and deduction contains ideas and explanations for them, which results in a kind of recy-
cling of ideas and facts. “Science never faces things for the first time and objectively”[Quote is 
the Author’s translation from Greek] (Feyerabend 1997, p.49).  
Feyerabend’s argument makes the value of research and methods speculative, since things that we 
know, or happen to know, by researching them, have already been seen in a way that carries with 
them a certain preoccupation. This argument is very important, as it confuses the whole structure 
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of the story being told. Under this approach, it seems that there is no differentiation between 
methodologies, research approaches and validity and reliability frameworks.  
Conceptual frameworks and the propositions are not as a rule subject to approval or rejection. 
Since the working ‘hypothesis’ is related to the experiment, it should be considered as ‘real’ and 
‘valid’ as the experiment itself. It is as if it has been accomplished by the time it is developed. 
Bachelard (1986) states that ‘hypothesis’ is then the same as synthesis. Thus, scientific inquiry is 
a valid and legitimate field, because the need for the experiment is set before the empirical obser-
vation. 
People seek aspects of the world in particular ways for particular purposes. Knowledge is there-
fore created and then taken as the ‘truth’ about the world. So activities for certain purposes create 
knowledge and ‘truth’; activities for other purposes create other knowledge and ’truth’. Under this 
relational understanding of knowledge, it is argued that there are no facts which are “true” for all 
cultures and times. Shotter (1997) argues that people frame all the answers to the questions in 
ways which are related to the activities they carry out, arguing that knowledge emerges as a prod-
uct of activity and purpose. 
Scientific inquiry is naturally inductive, and the relationship between theory and experiment is so 
close that no method could retain its certainty and its value(Bachelard, 1986). Similarly to Fey-
erabend, Bachelard sets out to prove or disprove an established set of assumptions, which recon-
structs ‘reality’ when it tries to reconstruct the prior positions or the known schemata. Whenever 
we run experiments, we use tools which are established theories, or bring with them some estab-
lished theories. Consequently, a pure inexperienced scientific phenomenology cannot exist, since 
it is guided by whatever it constructs. Denzin’s (1991) writings posit the same argument, indicat-
ing that science does not represent ‘reality’, but a discursive construct, based on language and rea-
son. On the other hand, reason and arguments used to substantiate scientific claims draw on evi-
dence of some ‘theory’ outside the researcher. Therefore, evidence is presuppositions-and theory- 
laden, which affects the researcher’s perception of the world.  
A non-relativistic view of Social Constructionism  
Social constructionism contrasts with the positivist traditions, and states that our understanding of 
‘reality’ is not a single representation of the ‘out there’, but it is both the result of individual and 
social processes, mediated by language, which transforms our experience. Experience and ‘real-
ity’ are constructed. Knowledge is a social construct, since it relies on the socially constructed 
tool of language.  Hard versions of constructionism are committed to an ‘anything goes’ relativ-
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ism, which subjective ontology wants ‘reality’ as a purely social construction, and ‘truth’ as an 
illusion. Accordingly the status of knowledge is altered in the post-modern thought. Lyotard 
(2001) sees knowledge in the form of information as the major stake for power, which in the way 
it is produced in order to be exchanged or consumed in production, ceases to be an end to itself 
and loses its use value. For Lyotard, no one holds the ‘truth’; there are no authorities while the 
texts simply exist. He believes that as long as we can ‘produce’ ‘truth’, it is acceptable to think 
that ‘reality’ is the way we say it is. The position taken by Foucault (2003), that the social order in 
the world relies much more on our internal forces and much less on the external forces, suggests 
clearly that structures do not exist outside people, but as creations of human beings themselves 
(Watson 1993).  
Social constructionism conceives the social space as discursive in nature, and regards the process 
of meaning-creation as a never-ending process. Whatever is considered to be an existing psycho-
logical object with a finalised objective entity, like intentions, memories, perceptions and emo-
tions, is seen as still being in the process of construction. It will vary in different discursive cir-
cumstances, depending on one’s perception of how self is positioned in relation to one’s endeav-
ours and to the endeavours of others. Thus, ‘social reality’ is a product of meaning negotiation by 
people involved in behaviours, actions and situations. Consequently, observation and sensory ex-
periences are not enough to see what ‘reality’ looks like. However, Denzin (1997) argues that the 
validity or authority of an observation is determined by the nature of the critical understandings it 
produces. ‘Truth’ then resides in agreement to a critical understanding (meaning). However, 
agreement is a rhetorical question and is about the persuasiveness of an argument (Van de Ven 
2007). It presupposes that a certain background ‘ethos’ develops together with theory ‘logos’ and 
‘pathos’. Consequently, social science as the creator of persuasive arguments, reaches consensus 
about ‘truth’ only partially by language and by the shared meanings which persuasive arguments 
produce.  
It can then be possible that social constructionism somehow authorises talking about a back-
ground ‘ethos’ of structures like society, as being ΄΄objectively real things ... when  no such or-
derly ‘things’ or ‘structures’ as such may actually exist΄΄  (Shotter 2002  p.30). It might then be 
said that since the background ‘ethos’ is rooted in talking, and since talking gives back structure 
and form to the background, this situation ‘requires’ participants to ‘author’ in ‘justified’ ways, 
which are grounded in the background circumstances others share.  
This I believe is the criticism of Nightingale and Cromby (2002) of the strictly discursive version 
of constructionism. The authors believe that as discursive practices and experiences are rooted in 
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and structured by aspects of ‘external reality’ as subjectivity, embodiment and power, language is 
not either ‘theory’-neutral or self-referential. 
Between an oversimplified objectivism and extreme relativism, adopting a more reflective para-
digmatic position integrates realist and pragmatist views of thought, helping us to think more effi-
cient and not simply in different, ways.  
Therefore, in adopting a more inclusive version of social constructionism, it can be argued that 
there is no necessary connection between social constructionism and relativism. At the same time, 
we remain sceptical in explaining the knowledge that positivism is producing. Positivism does not 
provide any answers as to how social reality is socially constructed, or how people interpret their 
actions.  
Conversely, we see reflexive interpretative research accurately searching for social reality, which 
is derived from subjective experiences through interaction and language. Interpretative research is 
complex in a way that asks us to work on meanings and interpretations, and to adopt a processual 
perspective towards the subject of research. But if one accepts a non self-referential role of lan-
guage which constructs and partially describes ‘reality’, then the interpretive approach to research 
is a one-way ticket.  
The Role of Language 
The role of language is not representative, but relational; it co-constitutes ‘reality’ by incomplete 
referencing and partial description of the structure of a phenomenon. Language is not self-
referential and its use is performative (Shotter 1997) (Raskin 2002). People use words, in order to 
describe what they want to construct, persuasively, in order to support their goals. Use of lan-
guage is critical and we understand that in social contexts like the organisation (Holmes 2005), 
some ways of constructing ‘reality’ through language are dominant versus others. Some accounts 
seem stronger than others, because of warranting modes which are employed in the construction 
of identities.  
Validity and Reliability 
Since science and logical arguments are built up on other arguments and other theories, the effort 
of validity remains a phenomenological valid effort under which what is claimed as valid cannot 
ever be completely valid for everyone. This study deals later with the notions of reliability and 
validity in more detail, in the ‘sampling’ and ‘reflexivity’ sections. 
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Research and Practice 
Hammersley says that we should not expect research to demonstrate what it is best to do, and 
which techniques are best to follow. We should not expect research findings to have clear and 
substantive practical implications, but instead we should expect more uncertain and unpredictable 
effects of research on practice. This view of social life is prominent, especially in qualitative re-
search.  
In seeking knowledge, we should bear in mind that research assumptions creating knowledge are 
never value-free. Thus, Hammersley writes:  
“The image portrayed by the engineering model- of researchers showing practitioners what it 
would be best to do-[…]is systematically misleading, in giving the impression that practical pre-
scriptions can be derived solely from factual research findings”(Hammersley 2000, p.394). 
In an article on the attacks by Hargreaves on educational research and its ability to serve or not 
serve policy-makers and practice, Hammersley outlined the contribution of qualitative research, 
which he defended on the basis of Hargreaves’ five capacities of symbolic interactionism re-
search. Hammersley argued that today there is more need than ever for research to serve those 
five functions. 
The first function is the ‘appreciative’ capacity, which stresses the importance of revealing under-
standing and the rationality of subjects’ points of view, otherwise neglected or disguised, without 
interfering in moral and political judgements, following a correctional perspective. In other words, 
to conduct research for the sake of those with whom the research deals: i.e. for the employees in 
the organisation, and not for the decision and policy-makers.  
The second capacity is the ‘designatory’, which restricts the ability to provide different perspec-
tives of existing categories, and therefore also restricts new perspectives in knowledge, by reveal-
ing tacit and informal designations which the subjects we investigate might use in practice. 
The third is the ‘reflective’ capacity, which means that research should seek to reflect what is ac-
tually happening, and not what should be happening. As an example, Hammersley uses a work on 
education by (Measor 1983 and 1999, cited in Hammersley) and clarifies:  
“This research has underlined the complexity and diversity of pupils’ attitudes and behaviour: 
that they have other concerns besides education and that they may use the school curriculum as a 
resource in dealing with these” (Hammersley 2000, p.397)  
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In another work on education examining the relationship between emotions, learning and work 
avoidance goals, Seifert and O’Keefe (2001) suggested that ‘what was actually happening’ was 
that emotions seemed to be directly related to goals and that competence and control were predic-
tive of a learning goal, while lack of meaning has been related to work avoidance. 
The fourth function is the one of ‘immunological’ capacity that research should incorporate. By 
that, Hammersley means that through qualitative research we should indicate the necessary ways 
to make treatments, despite the resistance levels. However, he makes a negative criticism of the 
fact that management expertise is the only accepted feedback in this process, while resistance 
groups are considered drawbacks that should be withdrawn. Hammersley proposes a rather differ-
ent view of the “immunological capacity of qualitative research,[…] to immunise us against, 
grandiose schemes of innovation, […] against the ‘idolatry of the new’ more generally” (Ham-
mersley 2000,p.398). 
The fifth capacity is the ‘corrective’ capacity. The main criticism here is that modern social theo-
ries take many things for granted, and forget about the complexity of the world and the motives 
that shape human behaviour, as well as the ways these motives are constructed and structured in 
different institutional contexts (cultural contexts) and history. Therefore, can qualitative theory 
clarify the ‘validity’ and meaning of concepts and ideas in the social theories, by providing cor-
rections in the perspectives under which we see these theories? 
In brief, qualitative research is able to grasp the plethora of people’s views and shows that their 
behaviour is not limited to stereotypes or to specified and predicted views that for example, to-
day’s HR policies represent. Hammersley states that: “viewing people as though they were simply 
for or against ‘change’ – as innovators or dinosaurs- is to miss a great deal. […]  What is an im-
provement is not always a matter of consensus ( that there are always diverse perspectives); and 
that problems often cannot be solved by sheer act or will, by putting in more effort, or through 
trying to make practices transparent”(Hammersley 2000, p.400). 
METHODOLOGY 
A Quantitative Methodology 
Although qualitative and quantitative approaches generally seem to clash with each other,  a quan-
titative instrument was also used (having a secondary role), to repeatedly measure participants’ 
affective states over a period of five consecutive weeks(PANAS-x questionnaire in appendix 2. 
Watson and Clark (1994) introduced the PANAS-x questionnaire in order to measure positive and 
negative affectivity. It is not the intention to defend quantitative or positivistic research here. 
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However, this instrument was chosen as an established and therefore valid (as per the positivistic 
tradition) instrument, to obtain a classification mapping of affective states in some discrete posi-
tive and negative categories. Considering replies as single representations of what is going on out 
there (in people’s minds and lives) could have been inappropriate for the focus and the task of the 
thesis, especially with a concept such as emotions, which are also socially constructed. Replies 
provide a way of constructing ‘reality’ rather than simply reflecting it (Harre 2002). They are in a 
continuous process of construction, a responsive argumentation between self and others, a testing 
and checking of what is at stake, of whether one’s actions can be accepted as fitting in with the 
forms of social life and of how one is positioned in relation to others and to specific circum-
stances. 
If the answer to the question: ‘Indicate to what extent you felt this way during last week?’ repre-
sents a construction; it surely has an impact on the way one intends to use and describe the find-
ings. This was the reason we took measurements of affect for five consecutive weeks, in order to 
minimise bias from circumstantially prepared ‘false’ constructions of one’s positive/negative af-
fectivity, either to warrant an identity or because one thought this was the proper way to feel being 
a manager, involved in organisational practices.  
The questionnaire’s nature and purpose was to add affective states to discrete categories, to aid 
understanding, rather than to make wide generalisations from the findings of the in-depth inter-
views. That is to say, although the questionnaire had a secondary role in helping the formulation 
of research issues, it helped to identify the theoretical sample in order to extend and be able to 
theoretically generalise the findings of the main method.  
A Qualitative Methodology 
This research aimed to develop ideas and research propositions concerned with the understanding 
of how managers think and feel about meaning in the organisation. In-depth interviewing and 
studying subjects as individuals, instead of treating them as a homogeneous group, proved to be 
the best option. However, Remenyi et al (2002, p.55) argued that: “The in-depth survey may be 
used either in a positivistic or in a phenomenological mode”.  Miles and Huberman (1984) also 
suggested using quantitative techniques to analyse qualitative research, like rearranging arrays, 
placing results in a matrix of categories, tabulating the frequency of different events, using means, 
and generally following a quantitative approach to evidence. Silverman (2001) argued that quanti-
tative measures, like counting techniques derived and based on participants’ categories, could be 
used in qualitative research, providing readers with a better flavour of the data. Thereby, in the 
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qualitative analysis, the NVIVO-7 computer package helped us in handling non-numerical and 
unstructured data. The interview extracts have been indexed and linked in a structured way in or-
der to facilitate further analysis. While this approach seems positivistic, it was used only to aid in 
structure and not in the interpretation of the findings. The processes followed are explained more 
in the ‘procedures’ section. 
 Discourse as a Methodology 
As organisations are political places, where people’s actions are not irrelevant to personal goals 
and interests, all language talk and conversations take place with the objective of accomplishing a 
specific goal. Discourse analysis is the way of understanding talk as a social action, with the in-
tention of certain accomplishments in a certain setting. 
Discourse, from the point of view that language is a medium of interaction, is seen as a local 
achievement of talk and text in specific social settings. This is irrelevant to other levels of social 
reality, such as meaning and practice. Likewise, Potter suggests that discourse focus is language 
and language use in social contexts, and not meanings – for him language represents a focus other 
than cognition (Potter 2003 and 2006). From the point of view that language shapes social reality, 
discourse is seen as a system for the development and construction of levels of social reality. 
From this perspective, discourse is based on the forces and the relations of power established in 
discourse (Alvesson et al 2000). However, the former view that discourse is not able to provide 
stable and secure meanings about social phenomena, does not necessarily validate discourse 
analysis only at the level of language use. We agree that ΄΄language is not the perfect mirror of 
materiality΄΄ (Nightingale and Cromby 2002, p.705) however; in organisations, language usually 
refers to a variety of meanings and practices, and even functions to meet one’s objectives.  
Viewing discourse as linguistic performance, it is not necessary for it to incorporate cognition, 
practices and action; however, it is rather unlikely not to be connected -even indirectly- to such 
other phenomena. Of course, there might be instances and settings where discourse could be car-
ried out without necessarily constituting people’s subjectivity in relation to the opinions they ex-
press or to the stances they take, or in relation to their professional identity. However, this might 
be happening at a theoretical level and not in the organisational settings -as said before- which 
consist of personal agendas of goals and stakes. One should keep in mind that in organisations, 
language use could be a form of action, but that it can also have a representational mode, where 
statements correspond to phenomena which exist independently of them.  
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It is argued here that discourse in organisations drives subjectivity. In that sense, discourse frames 
many discursive constructions. Feelings, relational meaning and personal appraisals in organisa-
tions influence positioning and practices, and direct behaviour and action. Subjectivity is devel-
oped by language as well as by discursive practices like text, cognition, practices, expression and 
representation. Discourse drives subjectivity, including positioning, understanding, feelings, 
thoughts, practices, acts and beliefs. But people’s subjectivity could also drive discourse, using 
language in an attempt to deliver meanings which are more or less related to the discourse.  ‘Ob-
jects of discourse’ can only exist through the relationships that discourse establishes, relationships 
that enable them to form as objects of discourse. However, they are constructed independently of 
it [of the discourse] and as dependent on the discourse as a practice. In the political environment 
of the organisation, the use of discourse as a way to preserve a required identity to the others 
should not therefore be underrated.  
Although the above positions have some contradictions in terms of the relation of discourse with 
meaning, the example of a politically conscious language user in the organisation suggests that a 
more ‘stressed’ discourse analysis is needed. In that sense, discursive constructions should be 
considered in a less strict and more speculative manner.  
Some of the questions that this discourse might provoke are: “What do people do with lan-
guage?”, “Why do they use a specific language in relation to settings, audiences and time?”, 
“What position do they take in relation to the rights and duties that hold in the discourse?”, “What 
may they do?” and “What can be felt, thought or experienced within the positions they take?” 
The answer to the above is to propose a rather sensitive use of language, as has been argued ear-
lier, but which also arouses interest in finding broader patterns which go beyond the text. An op-
tion that deals with the role of language as a constituent of social and psychological life is Fou-
cault’s discourse analysis, in which the transcripts of the interviews are seen as culturally stan-
dardised discourses reflecting the particular setting of the organisation. The main question in this 
form of analysis is to find the implications for subjectivity and positioning of people, when they 
use certain words and develop certain discourses. Discourse is implicated in the process in which 
people are made subjects. People, by being made subjects, take certain positions of seeing and be-
ing in the world. Therefore, discourses help in the construction of self and subjectivity.  
Consequently, that raises the question as to whether this availability of subject positions -taken in 
view or in effect of a certain discourse- is enough to discuss subjectivity, and how the relation of 
discourse with ‘reality’ is viewed.  
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What about emotional investment and the meaning people create in taking particular discursive 
positions? In this case, -as said before-  the discursive construction of this meaning (open to fur-
ther constructions) affects people’s position as well as being itself affected by the discursive con-
structions in the organisation and  by the positions people take in relation to these discursive con-
structions. This is an argument for the development of a concept of social science as a discursive 
practice (Delanty 2002).  
Discourses might be present, but they can only be understood as social constructs by the social 
actors and their positioning towards these discourses. It is the actors and their actions that help us 
to see discourse’s constructions of social and psychological realities. Discourse analysis, for 
Hammersley, comes close to critical approaches of science, in the sense that discourse strategies 
gain significance in terms of a discursive constitution of world located in a wider social theory. 
“The world can always be constructed differently”(Hammersley 2003 p.757) . 
Discourse as a Method 
A discourse method was used which Willig (2001) referred to as a ‘Foucauldian discourse 
method’, in order to separate it from a conversation analysis. This was done  however, without 
adopting the post-structuralist stance of Foucault, but using his thoughts  in order to see the ways 
in which discourse constructs ‘reality’ and subjectivity. It was not expected to understand with 
this method how human experiences and discursive practices emerged, established and maintained 
(Nightingale and Cromby 2002), nor understand the dynamics of self (Willig 2001).  It was there-
fore with a distanced position from relativism that Willig’s (2001) ‘way in’ Foucauldian discourse 
method was used for the analysis of the interviews extracts. The six components of this approach 
are: 1.Discursive constructions; 2.Discourses; 3.Action orientation; 4.Positionings; 5.Practice; 
and 6.Subjectivity. The key to this approach is that it addresses the case without denying the pos-
sibility of human emancipation, arguing that there is no necessary connection between social con-
structionism and relativism.   
This method has a twofold objective. First, it sets out to demonstrate that things are different from 
the traditional positivist constructs, in recognising the role of language in the construction of ex-
planatory categories. Second, it encourages the reader to see why things are as they are, and in 
what ways they could be better. Thereby, the constraining constructions are identified in terms of 
their emergence and their psychosocial effects; but the social conditions, which facilitate people’s 
shift to avoid these constraints, are also located.   
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Foucauldian discourse analysis deals with the capacity of the discourse to construct its objects, 
including human subjects. The availability of subjects’ positions affects what can be said, done 
and felt. Discursive constructions are implied in one’s experiences and subjectivity; the way we 
speak about experiences and self is related to the discursive constructions that have been identi-
fied or implied as existing in a particular setting. This version of discourse analysis is concerned 
with language and how it is used. However, it goes further than the simple representation of lan-
guage in a discourse, and “asks questions about the relationship between discourse and how peo-
ple think or feel (subjectivity), what they may do (practices) and the material conditions within 
which such experiences may take place” (Willig 2001, p.107).  
RESEARCH PROCEDURES 
Sampling 
The empirical investigation involved the study of the top management team of a company, re-
sponsible for implementing a ‘repositioning’ of the company’s image on the market. This con-
sisted of eight people, who were expected to be aligned with leadership and be fully informed and 
capable of implementing the stages required within their respective teams. This team constituted 
the research sample. That is to say, the sampling selection was purposive (Silverman 2001), repre-
sentative of the issue under discussion, and ideographic (Remenyi et al 2002). Participants were 
selected according to the criterion of relevance to the research problem propositions and opera-
tional questions. Participants formed a “homogeneous” group (Willig 2001, p.58), because they 
experienced the same situation and were equally responsible for introducing change in the organi-
sation. Therefore, there were expected to have “the knowledge and information to provide useful 
ideas and insights” (Remenyi et al 2002, p.194). Sampling selection usually determines whether 
or not one can generalise (Silverman 2001). With the relational, conversational and social prac-
tices as the source of individual internal life, one cannot argue either for content validity, or for 
sample predictive validity. Meaning is always judged in relation to an individual’s own interests 
and standards. It is derived from the interaction of the individual with the background common 
sense, and is unique to the individual who is immersed in a particular situation. As the ‘self’ is 
socially constructed within different cultures, contexts and language, managers differ among 
themselves, circumstantially, contextually, and linguistically. 
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Instruments to collect data 
Quantitative - Questionnaire for mapping and measuring emotional state 
The PANAS – expanded (-x) inventory about measurement of Positive and Negative affect was 
used. The questionnaire was developed by David Watson and Anna Clark in 1994 and revised in 
1999. It was designed to measure positive and negative affects, as these are the dominant dimen-
sions of emotional experience. These factors have been identified in both intra-and inter-
individual analyses and have emerged consistently across diverse descriptor sets, time frames, re-
sponse formats, languages, and cultures.“[The questionnaire] was designed explicitly to reflect the 
hierarchical structure of self-rated affect” (Watson and Clark 1994, p.17). Self-rated affect is 
characterised by ten positive affect and ten negative affective states, which make up the broad 
higher-level order dimensions (positive and negative affect respectively) and reflect the valence of 
the emotional state. Two lower level areas were added later in the first version of the question-
naire, joining the distinctive qualities of the individual affects reflecting the affects’ specific con-
tent. Thus, the new PANAS-x was developed, in order to access specific emotional states. The 
instrument measures sixty affective items. A selection of the items most related to this thesis’ 
have been selected, which correspond to specific positive and negative emotions, as well as to the 
general scales of positive and negative affect. “However, investigators […] can select and assess 
only those scales that are most relevant to their research” (Watson and Clark 1994, p.1).  
The questionnaire scale 
A list with forty-five items - (words and phrases) that describe different feelings and emotions -
was used in the questionnaire. However, some of the items are used only for the two broad higher 
order dimensions and not for scoring of specific emotions. 
Figure 4: List of Specific Emotional states measured and the respective no. of items per state  
Specific emotional states Joviality Self-assurance Attentiveness Fear Hostility Guilt Sadness 
No of items (N) 8 6 4 6 5 6 5 
 
The participants had to mark their appropriate answer using a Likert scaling method, from one to 
five. This scale was ordinal (ranked) (Remenyi et al 2002); but considering the aggregation of its 
items to categories with different characteristics and meaning, makes the scale, practically, a 
measurement at the interval level. 
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Figure 5: Likert Scale - PANAS – X questionnaire  
1 = very slightly or not at all 2 = a little 3 = moder-ately 4 = Quite a bit 5= extremely 
 
It was expected that the participants should indicate to what extent they were feeling according to 
the items of the list during the previous week. The measurements took place over five consecutive 
weeks, in order to obtain an indication of one’s affective state over time (Appendices 2-3).The 
questionnaire’s measurements of each specific item to the specific emotion and to the general 
scales are presented in appendices one and two respectively.  
Qualitative - In-depth semi-structured interviews 
The semi-structured interview had the objective of understanding the meaning that work had for 
the participants; the intention was to develop a discussion framework which was not however so 
restrictive as not to allow free conversation and ideas to unfold. The structure used in the in-depth 
semi-structured interview was appropriate for the qualitative interview, as it included descriptive, 
narrative, structural, evaluative, systemic and prompt and probe questions. 
Figure 6: Types of Questions asked  
Type of ques-
tion 
Questions Quoted from the Interview discussion framework  
Descriptive Can you tell me what you do in your work? 
Narrative Could you describe a job (that you could do) that would create meaning to you? 
Structural Can you tell me what you think you should do in your work? (What are the requirements?) 
Evaluative How do you think you could help in the development of an environment with meaning for every-
one involved in the organisation? 
Systemic Can you tell me what you believe gives them meaning? To your supervisor? […]  
Systemic How do you think everybody feels about the repositioning in the market project? 
Prompts and 
probes 
Can you (say) elaborate more on that? 
Source: Interview Discussion Framework.  
Willig’s (2001) method is unfolded in six stages and is presented below, as it was originally set in 
stages one to six. However, for the reasons explained, a seventh stage was added. This is the stage 
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of coping responses to change and learning, where appraisal, coping, task alignment and ‘produc-
tive positive’ learning are involved. Consequently, the type of discourse analysis proposed below 
works on both language and text, thus connecting more action to its sense of language than behav-
iour to each determinant. 
Stage 1 = Discursive constructions 
As the study is interested in how people talk about meaning and how this is related to working 
experiences, the discursive object would be meaning. This first step of the analysis identifies the 
different ways in which meaning as the discursive object is constructed in the text (the discursive 
constructions).  That means all instances of reference to meaning (the discursive object), both ex-
plicit and implicit, are highlighted. 
Stage 2 = Discourses 
Having identified all sections that contribute to the construction of meaning (the discursive ob-
ject), this stage focuses on the differences between constructions. What appears to be a single dis-
cursive object seems to be constructed in several different ways.  
Stage 3 = Action orientation 
This stage attempts to examine more closely the discursive contexts within which the different 
constructions of the object are deployed. It sets out to ascertain what is gained from constructing 
the object (meaning) in this particular way at this particular point in the dialogue; and what is its 
function and how it relates to other constructions produced in the surrounding text (Action orien-
tation of talk and text). 
Stage 4 = Positionings  
Having identified the various constructions of meaning (the discursive object) within the text and 
located them within wider discourses, this stage takes a closer look at the subject positions which 
the identified constructions are offering. Discourses construct subjects as well as objects and as a 
result, make available positions within networks of meanings that speakers can take up. This is the 
position that the subject takes in relation to the rights and duties forming a certain discourse. 
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Stage 5 = Practice (what people may do) 
This is the relationship between discourse and practice. It is the identification and exploration of 
the ways in which discursive constructions and the subjects’ positions induce opportunities for 
action, or otherwise. Discourses limit what can be said and done. Also, non-verbal practices form 
part of discourses. In other words, an exploration of the possibilities for action in the discursive 
constructions which have been identified, is taking place. 
Stage 6 = Subjectivity (how people think or feel) 
This stage explores the relationship between discourse and subjectivity. Discourses make avail-
able certain ways of seeing the world and certain ways of being in the world. This stage is con-
cerned with what can be felt, thought and experienced from within various subject’s positions. 
However, since there is no direct relationship between language and mental states, subjectivity 
could only be approached here with a surface perspective about what can be felt or thought. How-
ever, at the next stage, it is considered in a reshuffled way. 
Stage 7= Coping responses to Change and Learning 
Appraisal & Coping  
As subjectivity is a rather speculative stage, Willig’s (2001, p.117) argument ΄΄[…]here we are 
attempting to make links between the discursive constructions used by participants and their im-
plications for subjective experience΄΄, risks a weak connection: what can be felt and thought, and 
how respondents feel and think, cannot be answered with discourse analysis. In order to see what 
kinds of subjective experiences are available by specific constructions of meaning and the respec-
tive participants’ positions within them, it was important to draw on a mapping of their affective 
states. It could be analysed more deeply, by considering the analysis, from the point of view of the 
primary appraisal, which takes place in relation to the things that the respondents believe should 
be done, for meaning development, and in relation to the change process.  
The primary appraisal and subject’s goal congruence or incongruence, are expected to result in a 
positive or negative emotion, and it is expected that this be also supported by the respective re-
spondent’s affective state. Lazarus’ primary appraisal theory was used to explain and elucidate 
constructions, discourses and positionings of participants, and also to explain how the existence of 
certain emotions on particular occasions are the cause, or outcome of certain constructions and 
discourses. Secondary appraisal elucidates the options and prospects for coping, namely blame or 
credit, potential, and future expectations. 
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Task alignment (Task equals the Organisational purpose) 
Armstrong (2004) argues that the alignment of the existential and the primary task brings the rela-
tionship of the individual and the organisation to the optimal position. This happens, he says, 
when the meaning that work has for the individual is appraised as beneficial; in that case, the re-
sulting behaviour is an accepting behaviour; in the opposite case, a resistant behaviour could be 
present, which could lead to the construction of a defensive organisation, either as a defensive ob-
ject of purpose or as a defensive unconscious construct. In constructing the organisation as an in-
tentional object, processes and structure convey and influence the emotional patterning within, 
earlier referred to as the emotional climate (Brown and Brooks 2002).   
In most qualitative works, assessments become less standardised, and distinctions between reli-
ability and validity blur. In this case reliability is an aspect of construct validity, as it is used as a 
quantitative question and not as a qualitative distinction of valid or invalid, in the attempt to draw 
inferences from test scores to a psychological construct (Silverman 2004). 
It is difficult to claim construct validation. It is however apparent that the psychological construct 
that this thesis deals with, should be socially constructed. Specific and adequate criteria do not 
exist. So the interviews, as a test, make the claim that they support and identify a construct 
through specifiable associations with other elements. In dealing with construct validity, accep-
tance is important. The intention here is to provide a link between the theory and a network of 
variables clearly and satisfactorily, so that readers can accept or reject the propositions. Validation 
is achieved if the reader believes that the tests and the analysis represent and demonstrate the con-
structs as they are given. Therefore, considering that the proposition is newly developed, that the 
orientation is more practical, and that little or no theory concerning the link of positive emotions 
and learning exists, the findings in relation to the propositions create inductive summaries based 
partly on theory and partly on observational dimensions. Internal validity is of course important, 
since many elements related to the propositions are also expected to correlate between themselves. 
But when the network is incomplete, the implicit definitions of constructs are loose. In an induc-
tive type of inference, one cannot validate the theory in order to validate the test, or the opposite. 
What is however important is to include in the tests the relation between the total network of the-
ory and the observations to claim analytic induction.   
Thompson (2003) provides us with a radical view. He argues that one cannot impute reliability to 
the text. Reliability is the property of the data. Other views on reliability stress the importance of 
the intended use of the findings by the researcher. That means how the measurement will be used. 
Is it for absolute decisions, for differential, or for both? Reliability is a necessary but not sufficient 
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condition for validity. A measurement could be consistent, but could be at the same time wrong. 
But because it is wrong (it may count on malfunctioning measurement instruments), it is not valid. 
However, if the instrument measures everything with the same standard error of measurement, 
one might consider it as a valid measurement. Validity without reliability is possible if reliability 
is defined as consistency between measurements and independent measures.  
Reliability in qualitative research is about the degree of consistency with which the researcher as-
signs instances in different or the same categories, and how is it possible to have the same catego-
risations by different researchers in a similar case or by the same researcher in different situa-
tions(Silverman 2004). The instrument of analysis (NVIVO7) helped to establish consistency, 
since it was the precise dialogues from the in-depth interviews, which have been exactly trans-
ferred to text. But one should bear in mind that although the viewpoints and the meaning given by 
the participants have been accurately portrayed, if a discourse analysis on the same extracts is 
made at another time or by another researcher, it could never produce similar interpretations and 
perspectives. This is because, although low inference descriptors (descriptions phrased very 
closely to the participants’ accounts and according to our field notes) have been used, the con-
struction of meaning in categories was guided by shared meaning and not by “lexical comparabil-
ity” (Willig 2001, p.109). In view of this, reliability (Silverman 2004), is only documented in rela-
tion to the specific context of this thesis.  
Administration of Instruments  
The research was partly of a longitudinal design. Eight specific participants were measured re-
peatedly for a period of five consecutive weeks. This design differs from the cross-sectional, in 
that the sample remains the same over time. It provides an in-depth view of the situations and the 
changes that take place, as it has the ability to detect change because of the repeated measure-
ments. This was our objective. Apart from the ability to detect change, longitudinal designs have 
the ability to generate bigger amounts of data, as well as to be more accurate than cross-sectional 
designs (Oppenheim 2003).  On the other hand, they are more open to response bias and to ques-
tions about representative sampling.  
Eight participants were interviewed, over a period of five consecutive weeks (that made it some-
thing more than a month), and it took another month to follow with the in-depth interviews. The 
table below illustrates the period and the methods followed in collecting the data.  
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Figure 7: Research Plan 
Data Col-
lection 1
st  Stage  2nd Stage 
Period Week1 Week2 Week3 Week4 Week5 After week 6 
Method Questionnaire Questionnaire Questionnaire Questionnaire Questionnaire In-depth Inter-view 
Subject 1 PANAS-x PANAS-x PANAS-x PANAS-x PANAS-x x 
Subject 2 PANAS-x PANAS-x PANAS-x PANAS-x PANAS-x x 
Subject 3 PANAS-x PANAS-x PANAS-x PANAS-x PANAS-x x 
Subject 4 PANAS-x PANAS-x PANAS-x PANAS-x PANAS-x x 
Subject 5 PANAS-x PANAS-x PANAS-x PANAS-x PANAS-x x 
Subject 6 PANAS-x PANAS-x PANAS-x PANAS-x PANAS-x x 
Subject 7 PANAS-x PANAS-x PANAS-x PANAS-x PANAS-x x 
Subject 8 PANAS-x PANAS-x PANAS-x PANAS-x PANAS-x x 
Source: Research Plan  
First Stage of Data Collection and Analysis 
The PANAS-x questionnaires were self-administered. Before submitting the questionnaire, a 
phone call or a personal contact was made to ask for permission from the respondent. Upon ob-
taining permission, the purpose of the study was in-person explained and the questionnaire was 
left to the respondent to be picked up later. This data collection method proved successful in es-
tablishing response rate and the minimum bias from the interviewer’s presence.  
All assessments were completed on the premises of the organisation, on Fridays, at the end of the 
day. This was for two reasons. First, the ratings would provide a reasonable estimate of the par-
ticipants’ moods over the course of the week. Second, participants had less influence from work 
issues, being in a supposedly less anxiety-generating time of the week.  
As an outcome of the survey phase, we wished to identify participants who reported the highest 
positive affect according to the instrument used, in order to aid our analysis of the in-depth inter-
views. That is to say, the PANAS-x questionnaire was used in a secondary role, gathering infor-
mation of the participants’ affective states in order to allow ‘correlation’ of this survey data with 
the findings emerging from the in-depth interview extracts analysis. As Silverman (2001, p.100) 
argued: “Not only can you search for the ‘subjective’ meanings […] you can relate these mean-
ings to ‘objective’ social structures”. 
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Given the availability of survey data from the same respondents in experimental conditions 
(weeks) makes our design a related one or a within-subjects design. Scores taken from different 
participants in each experimental condition, makes the design unrelated or a between-subjects one 
(Greene and D’Oliveira 1999). This difference called for separate statistical tests, which were fol-
lowed in order to discuss the meaning and significance of the measurements taken between indi-
viduals and between different times for the same individual.  
In a related design, all individual peculiarities are equalised. This helps to argue that individual 
differences are eliminated. The familiarisation and order effects have been avoided, because of the 
questionnaire’s nature (emotional states) and structure. Overall, the characteristic feature of the 
design, of having one independent variable (affect) tested in each ‘experimental condition’ (same 
participants measured for 5 weeks) pinpointed to non-parametric tests. We have tested this after 
the definition of the experimental and null hypotheses. 
Within-subjects5 (related design) 
Experimental Hypothesis: 
H1: the person’s affect (general positive or negative or some specific emotion) across the five 
weeks will vary significantly. (Results will be significant and not random)  
H1: W1≠ W2 ≠W3≠W4≠W5 
Null hypothesis: 
H0: the person’s affect (general positive or negative or some specific) across the five weeks will 
vary non-significantly. (Results will be Non-significant and random)  
H0: W1= W2 =W3=W4=W5=0 (normality) 
 
Between-subjects6 (unrelated design)     
Experimental Hypothesis: 
H1: the persons’ affect (general positive or negative or some specific) will vary significantly. (Re-
sults will be significant and not random)  
H1: S1≠ S2 ≠S3≠S4≠S5≠S6≠S7≠S8 
Null hypothesis: 
H0: the persons’ affect (general positive or negative or some specific) will vary non-significantly. 
(Results will be Non-significant and random)  
H0: S1=S2=S3=S4=S5=S6=S7=S8=0 (normality) 
                                                 
5 W = Week. 
6 S = Subject (Participant). 
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In order to decide if the null hypotheses should have been accepted or not, the 0.05 significance 
level (95% confidence interval) was used. This tells us the probability (p) of getting the differ-
ences in scores, because scores occur on a random basis. If this probability is a very low p<0.05, 
one can reject the null hypotheses in favour of the experimental hypotheses. It is argued, though, 
that ‘p’ value should be used cautiously for reporting purposes, since the null hypothesis either is 
or is not rejected at the previously stated significance level of 0.05. For example, one would not 
have any grounds for being more confident that the null hypothesis was false with a p of 0.0001 
than with a p of 0.030. 
First, descriptive statistics were obtained in order to get information concerning the distribution of 
scores on the continuous variable of affect (positive and negative). Information about skewness7 
and kurtosis8 was needed to see the distribution of scores. Tests of normality of the distribution 
scores with Kolmogorov- Smirnov statistic assessed the normality of the distribution of scores. 
Sig. values indicated normality or not. These procedures were necessary to identify if the variable 
could be used in parametric statistical techniques.   
The data did not meet the requirements and assumptions of the parametric techniques, something 
expected due to the small size of the sample, the ordinal (ranked) scale of measurement and the 
sample and variable features mentioned before. Non –parametric techniques do not make assump-
tions about the distribution. 
For the analysis of the data, non-parametric tests suitable for three or more conditions were used. 
For the within-subjects analysis where the same subjects were used in all conditions, Friedman 
test was the most appropriate non-parametric technique. For the analysis between subjects, the 
Kruskal-Wallis test was used (Greene and D’Oliveira) (Pallant 2005).  
The Friedman test was used, since the same individuals (cases) were taken, each measured at five 
points in time. The continuous dependent variable in the analysis was either positive affect or 
negative affect or one of the specific positive or negative affective states. Significant differences 
for each participant in the variable scores across the five periods were identified using the ‘As-
ymp. Significance’ level. Additionally the comparison of the ranks for the five sets of scores (five 
weeks) showed the pattern of scores for every participant. 
Kruskal-Wallis was used, so as to compare the scores on affect for the eight participants. The con-
tinuous dependent variable in the analysis was either positive affect or negative affect or one of 
                                                 
7 Skewness “provides an indication of the symmetry of the distribution” (Pallant, 2005, p.51). 
8 Kurtosis “provides information about the ‘peakedness’ of the distribution” (Pallant, 2005, p.51). 
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the specific positive or negative affective states. The categorical independent variable was the ‘in-
dividuals’ (treated as forming different categories). Figure 8 below and appendix 3 explain the 
variables checked. Variable scores have been converted to ranks, and the mean ranks for each 
subject were compared. Among the SPSS calculations of Chi-square values, the degrees of free-
dom (d f) and the significance level (Asymp. Sig.), the sig. has helped to identify whether a sig-
nificant difference in the variable scores across the eight individuals existed. Inspecting the mean 
rank for the eight individuals, it was possible to identify who had the highest overall ranking (the 
highest score) on each variable of affect respectively.  
Figure 8: Levels of analysis - continuous dependent variables hierarchy table. 
HIGHER ORDER  SCALE BASIC POSITIVE EMOTIONS BASIC NEGATIVE EMOTIONS 
Positive 
10 
Negative 
10 
Joviality 
8 
Self-assurance 
6 
Attentiveness 
4 
Fear 
6 
Hostility 
5 
Guilt 
6 
Sadness 
5 
Source: Levels of Analysis  
An additional point in the analysis of data was the calculation of the positive to negative ratio 
(P/N). This was done because it was more probable that a ratio could equalise and report better 
regarding the affectivity of each participant. The calculation of the P/N ratio was based on the par-
ticipants’ mean ranks of positive and negative affect, drawn from the Kruskal-Wallis statistical 
test.  
Second Stage of Data Collection and Analysis 
As explained earlier in this chapter, the main method used was the in-depth interview. The inter-
views were based on an interview discussion framework, which kept the interviewer focused on 
the important questions. We were also very careful in administering the interviews, as a simula-
tion of a natural occurring conversation. 
Each interview was transcribed with the consideration of transcription conversions explained af-
terwards in Chapter 6. Interview extracts were imported as documents to NVIVO-7, where nodes 
and node trees were created. The initial coding assigning participants’ words and ‘sayings’ to the 
nine categories of Figure 8 above was done in the light of the conceptual framework. All material 
which was potentially relevant was coded. That is to say, material with explicit and implicit mean-
ing was coded. The first two stages of exploring, namely, the discursive constructions and the dis-
courses, were analysed through this process. The main constructs were arranged in categories, ac-
cording to their meaning, and not according to lexical comparability. This required an interpretive 
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approach of the evidence. The process resulted in the final node trees, free nodes (un-assigned to 
categories) and in matrices, presented in appendices 10-18.  
For the remaining stages, a more hermeneutic interpretative approach was followed, which also 
took into consideration the researcher’s contribution to the conversation. In order to understand 
how the participants were using a particular theme, we had to consider the context within which 
they talked and the action orientation of this talk (Willig 2001). For example, participants’ ans-
wering about what they believed gives meaning to their supervisors, colleagues and subordinates, 
was based on different constructions always in relation to an action orientation (what was gained 
to construct the object in a certain way at that point in the dialogue with the researcher).  
Being close to the data, we proceeded with the discourse analysis for every participant ‘case’, also 
bearing in  mind the participants’ variable scores (positive, negative, or specific other emotions), 
in order to explore possible patterns between the different variables and the reported construc-
tions, in relation to the ‘hypotheses’ and the elements of the conceptual framework.  
For the Tables 8 and 10, shown in Chapter 6 later, a median calculation was used to measure the 
central tendency of the constructions of the constructive object. The purpose for reporting the me-
dian was not to ‘combat’ the effect of outliers. Although outliers have an effect on the distribution 
because they are extreme scores (Remenyi et al 2002), we considered these calculations helpful in 
strengthening our understanding of the different interpretations and discursive strategies deployed 
by the participants.   
REFLEXIVITY 
From the Foucauldian discourse perspective, “all forms of knowledge are constructed through 
discourse and discursive practices” (Willig 2001 p.121). Thereby, the research emphasises the 
role of researcher as an instrument in the process. Researcher’s beliefs, understanding and knowl-
edge are influencing discourses used to construct this document. That is to say, the findings and 
the analysis in this thesis reflect a particular way of constructing the data. “The researcher au-
thors rather than discovers knowledge” (Willig 2001 p.121). A reflexive understanding of how 
the researcher categorises the events and activities described pinpoints the problem of reliability 
(Silverman 2001). “Reliability means consistency” (Oppenheim 2003, p.159). Reliability is about 
the consistency of the characteristics of the instrument and of the conditions in which it is being 
administered. In qualitative research, consistency cannot be ‘proved’ in a similar way to quantita-
tive research. Many researchers suggest that quantitative measures are not the only way to test va-
lidity (Yin 2003) (Willig 2001) (Silverman 2001). Theoretical sampling (Silverman 2001), ana-
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lytic generalisation (Yin 2003) and negative case sampling (Willig 2001) or ‘deviant’ cases for 
Silverman, are ways of qualitative research validation. 
In any case, the findings are however open to reinterpretation, because the constructions reflect 
the researcher’s approaches, interpretations and labelling.  Alternative conceptualisations could 
also result in concluding different implications. For example, conceptualisation of discourse as 
production within a set of material conditions which can construct only some versions of ‘reality’, 
has different implications on treating with the concept of power in organisations, from the concep-
tualisation of discourse as an outcome of interdependency with organisations, and organisational 
practices (Willig 2001).  
Even if we could argue for the reliability of a qualitative interpretation, instances where tran-
scripts have failed to capture pauses, overlaps or crucial participant’s reactions, may damage reli-
ability (Silverman, 2001). In a constructionist reading, an interview or a questionnaire requires 
both the participant and the researcher. Harre (2002, p.172) argues: “The participant is answering 
questions posed by the psychologist. This joint activity is a kind of formal conversation”. It is ar-
gued then that participants’ replies are not ‘reality’ reports and representations, but constructions 
taking into consideration the researcher’s involvement. Willig (2001) argues that a disadvantage 
of the in-depth interview is that participants are involved in the interview situation in the sense 
that they manage their positioning as interviewees. This might affect the analysis in revealing dis-
courses dealing mainly with participants’ stakes considering the interview process, and not deal-
ing with what happens to them within the organisation. In consequence of this, we have consid-
ered participants’ positionings in relation to how the conversations have been developed (Harre 
2002).   
A threat to qualitative research is research bias. There are two ways to avoid and/or minimise this. 
The first is to think reflexively and vigilantly about the possible research biases, and the second is 
to avoid negative case sampling -which is all about the constant inspection of the responses and 
reactions of the sample under investigation - which disprove the expectations at each stage of the 
research. Although researchers suggest following the former strategy in order to induce objectiv-
ity in their research, this strategy has one limitation: the negotiation of the objectivity of the sub-
jective judgments of the researcher.  Therefore, research bias can be unbiased only insofar as the 
researcher can represent objectively the ‘reality’ of the investigated world. On the other hand, why 
should we avoid negative case sampling? Silverman (2001) suggests that deviant-case analysis 
might show us new grounds of testing theory, which we would never have discovered following 
stringent statistic rules of the quantitative tradition.  
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LIMITATIONS OF THE METHODOLOGY 
The opportunity was given to discuss the problem of reinterpretation of results in the reflection 
section above. Apart from this, another problem on the Foucauldian discourse analysis is if sub-
jectivity can be only addressed by discourse. This is dealt with in the seventh stage introduced. 
Conversely, though, Willig (2001) argues that such attempts bear a resemblance to psychoanalysis 
and are outside the discursive framework. One can however understand that “[If] subjectivity is 
[…] equated with the ability to act” (Holzkamp cited in Willig, 1999, p.44), then positioning me-
diates one’s acceptable and proper speech acts. Positioning then, as a social process would involve 
emotions, coping, future expectations, one’s relationship with the organisation and one’s interests 
from the perspective of ego-involvement. “To take up or to be assigned a position determines the 
local meaning of what one says and does” (Harre 2002, p.285). As people appraise local rela-
tional meaning from their relationship with the social context, it is expected that this local social 
context of “Conditions of life, as experienced by the individual through discourses, provide rea-
sons for the individual’s actions” (Willig 1999, p.44). Concluding from the above, one would ar-
gue that the seventh stage introduced might provide the integration of a more comprehensive ap-
proach towards subjectivity.  
ETHICAL CONSIDERATIONS 
Particular care was necessary to reassure participants about the confidentiality of the resulting ma-
terial, basically due to the twofold role of the author of this thesis as a researcher, and as a col-
league in the organisation. All participants were informed about the research plan, requirements 
and subject, and gave their consent; they also had the right to withdraw at any time during the 
process; data collected, as well as discussions, were treated with sensitivity, confidentiality and 
anonymity.  
Access was gained and permission granted from the management for running this research in an 
unbiased way. No personal data has been used and no personnel records kept, to report back to the 
organisation. Findings have been and will be maintained as confidential and anonymous, without 
allowing any type of exploitation or intervention by the organisation or colleagues.  
Furthermore, everything written up to now has involved a high degree of self-reflection. That 
means the participants may have drawn attention to events that have intentionally been kept out of 
the author’s consciousness up to now, or the author may have found contradictions between atti-
tudes and behaviour. In that case, as a colleague in the organisation, the author needs to take re-
sponsibility for the effects that the study has on the participants (Willig 2001). 
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CONCLUSION 
In conclusion, it has been seen that taking into critical consideration the standards of conventional 
quantitative methodologies, it is possible to claim trustworthy findings. A more inclusive reflexive 
perspective allows for a better understanding of a complex ‘reality’.   
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Chapter 6 - ANALYSIS OF DATA 
INTRODUCTION 
As shown in the previous chapter, we used the PANAS-x questionnaire in order to measure, ac-
cording to Watson and Clark (1994), the broad higher order scales of Affect, namely Positive Af-
fect (PA) and Negative Affect (NA) of the participants. Additionally we took measurements of 
seven lower order scale specific emotions, namely: joviality, self-assurance, attentiveness, fear, 
hostility, guilt and sadness. 
Participants completed the same PANAS-X questionnaire once a week, over a period of five 
weeks. For each participant, the broad higher order scale of positive and negative affect scores 
and seven specific emotions scores were computed for the period of five weeks.  
A measurement of a positive to negative (P/N) ratio per participant was also developed. The Lo-
sada’s positivity ratio influenced the development of this measurement. This was used in order to 
assess the positivity of participants, revealing those who are more likely to be ‘purely’ positive. 
Losada’s (1999) empirical research in management teams translated the broaden and build theory 
into mathematics, and showed that higher levels of positivity are linked to broader behavioural 
patterns, greater flexibility, resilience to adversity, more social resources and optimal functioning, 
with the introduction of a positivity ratio. Losada’s work revealed the ratio of positivity to nega-
tivity. He argued that a positivity ratio of about 2.9 establishes the dynamics of flourishing. Fre-
drickson and Losada (2005) called this line the “Losada” line.  Gottman (1994) has also suggested 
that a ratio of positive to negative codes regarding conflict discussions between couples was about 
5.0 indicating the stable and happy marriages.  
Nevertheless, the theoretical and mathematical concept of Losada’s ratio of 2.9 is new and not 
tested against various levels of precision; that is why, while P/N calculation provides a statistical 
scoring, the 2.9 ratio was not enough evidenced statistically and was not used as a measurement in 
this thesis. However, a P/N ratio was calculated in order to triangulate our broad higher scale af-
fect findings. The P/N ratio was calculated through the division of participants’ broad higher order 
scale positive affect Friedman’s mean ranks, by the respective negative affect mean ranks.  
Statistical significant participants’ replies have been looked (as explained in methodology chap-
ter) from a within-subjects analysis, acknowledging that participants’ language was not represent-
ative, but only relational. Both the within-subjects analysis and the between-subjects analysis 
helped to develop a comparative view of the situation for the exploratory part of the research that 
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followed. Simply put, the comprehensive data analysis enriched understanding about the individ-
ual ‘cases’ that constituted the sampling. 
The exploratory research conducted with the method of in-depth interviews had the objective of 
developing ideas, understanding of constructions and discursive strategies, interpreting patterns of 
results for their relevance to the research ‘hypotheses’ and questions.  
In qualitative research, outliers could be used in order to get more meaning. For example, three 
participants had eleven references about the discursive object of meaning as communication; 
something that could have increased dramatically the ‘communication’ mean, whereas most of the 
participants did not construct meaning as ‘communication’.  In this case, the median was the pre-
ferred measure of central tendency. This has improved overall understanding by looking closely 
on the way ‘outliers’ have used such constructions. In table 1, the main constructions of meaning 
have been summarised.  
In the analysis of the in-depth interviews, the flow of the writing has been interrupted by putting 
the relevant quotes from the interview extracts in brackets. This is to be as specific as possible in 
giving a blow-by-blow account of the interviews. Some of the verbatim quotes are not in the best 
English, since the translation from Greek is literal. In the analysis of the findings the quotes are an 
example of what has been said above. However, in particular cases a free translation has been 
used to make the meaning clearer, although in the appendices there is an exact translation. There-
fore, the analysis is in alignment with the methodology used, viewing participant’s replies not as 
exact text, but as indicative text.  
Terms within single quotes represent theories/concepts in order to aid clarity. Terms in italics 
within paragraphs represent participants’ comments in order to aid distinction between the au-
thor’s writings and participants’ words. 
The transcription conversions used in the analysis chapter of this thesis are the same as those used 
in document 3. Fredericks in Symon and Cassell (1998) advised that: 
[  Indicates overlapping and/or interrupted speech 
{  Indicates simultaneous speech 
= Indicates continuous speech where the actor’s utterance latches onto = previous 
actor’s speech 
Italics  Indicates emphasis 
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[word(s)] Indicates transcriptionist doubt and will say [inaudible] and/or state that the speech 
is referred to. 
This chapter is not only restricted to the presentation and analysis of the collected data, but also 
draws partly on conclusions and discussion of implications. This is to ensure that analysis of the 
findings is as adequate as possible, since words will be used to explain the analysis. Because of 
the discourse analysis used, the data for each ‘hypothesis’ or question cannot be joined in a direct 
question-answer relationship. Patterns and topics are introduced, and a relevant table follows the 
main findings presented. The key conclusions and the highlights of each of the tables are then 
more fully discussed. The reader is expected to develop further his/her understanding of the par-
ticipant by participant analysis and discussion. However, although this chapter contains some ref-
erences to the literature, it is not attempting to compare results with the discussion in Chapter 2. 
The next chapter will add to the discussion of the findings within the context of the literature. 
THE RESEARCH CONTEXT 
FOOD Co is a large commercial company, which represents and distributes brands from around 
the globe to the Greek market. In difficult times, when financial results were not positive, when 
people within seemed very dissatisfied, and complaints from the customers were a daily routine 
for everyone, the leadership decided to run a series of customer satisfaction surveys and bench-
marks, which brought in mildly  negative results regarding the organisation’s market position and 
acceptance by its customers.  
Customers were dissatisfied with the overall level of service, the quality of communication, the 
knowledge and support from salespersons visiting them, the response to requests, the consistency 
of communication and implementation of agreements, the clarity of targets, the knowledge of the 
categories, and the supply of products. 
At the same time, an internal satisfaction survey took place, which identified a majority of dissat-
isfied and indifferent employees, who seemed unmotivated and withdrawn from the organisation 
and the ‘normative9’ primary task. 
The task at hand, which comprised the change process, was the company’s repositioning in the 
eyes of its customers, and of the market; subsequently, the leadership decided that repositioning 
had to be based on process and structure developments, and implemented by working on some 
basic performance management principles.  
                                                 
9 The reader may refer to chapter 2,page 24 regarding Normative primary task 
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These principles comprised  rethinking and work on: the route to the market strategy, coverage, 
structure and outlet mapping; the way to influence at the point of purchase; people development, 
skills development, evaluation and reward; customer service role and quality; leadership and 
communication; operational standards, administration, practices and discipline; customer knowl-
edge; sales information systems, flow and use of information to support decision-making; return 
on sales investment; and category knowledge and brand management.    
THE SAMPLE 
The top management team responsible for implementing the repositioning comprised eight peo-
ple, who were expected to be aligned with the leadership and to be fully informed and capable of 
implementing the repositioning work required within their respective teams. This team constituted 
the research sample. Therefore, the sampling selection was purposive, representative of the issue 
under discussion, and ideographic.  
PATTERNS OF DATA 
Within-subjects analysis 
Descriptive statistics are depicted in Appendix 5. 
The statistical analysis of the PANAS-x questionnaires showed that the person’s affects varied 
between the different measurements in time. However as it is seen in the following tables, this de-
pended on the participant and the affect measured, and has either therefore rejected or accepted 
the null hypothesis H0.  
The resulting evidence allowed the researcher to conclude that the H0 is accepted for participants: 
3600, 1100, 1600, 1200 and 1700 regarding broad order scale positive affect, and for participants: 
2900 and 1200 regarding negative affect. The significance or non-significance of results, in rela-
tion to the high score performers per variable taken from the rank means from the Kruskal-Wallis 
test, has allowed understanding as to who made what ‘case’ for the theoretical sampling and the 
commentary during the in-depth analysis.  
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Table 1 : Broad Higher Order scales / Positive affect – Significance – APPENDIX 7  
 
Source: SPSS / Non-Parametric / Within-subjects analysis / Friedman Test / Positive affect  
Table 2 : Broad Higher Order scales / Negative affect - Significance 
 
Source: SPSS / Non-Parametric / Within-subjects analysis / Friedman Test / Negative affect 
The statistics concerning the high order as well as the specific emotional states are reported in ap-
pendices 5 and 7. 
Between-subjects analysis 
Descriptive statistics are depicted in Appendix 6. 
The outputs from the statistical analysis indicated that the significance level for all the variables 
was at .000, which suggested this was much less than the alpha level of 0.5. Therefore, results 
suggested that there was a difference in affective states levels across the different participants. 
That is to say, the H0 was rejected. An overview regarding broad higher order scale of positive 
and negative affect is shown in Table 3:  and Table 4 :  respectively. 
Broad Higher Order  Scale / POSITIVE AFFECT
Participants: 3600 1100 2900 1600 1300 1200 1700 2700
Test Statisticsa
N 10 10 10 10 10 10 10 10
Chi-Square 3,6 7,077 15,15 7,12 14 7,225 3,556 17,423
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,4630 0,1320 0,0040 0,1300 0,0070 0,1240 0,4690 0,0020
p. 46,30% 13,20% 0,40% 13,00% 0,70% 12,40% 46,90% 0,20%
H0 Accepted Accepted Rejected Accepted Rejected Accepted Accepted Rejected
a. Friedman Test
Broad Higher Order  Scale  / NEGATIVE AFFECT
Participants: 3600 1100 2900 1600 1300 1200 1700 2700
Test Statisticsa
N 10 10 10 10 10 10 10 10
Chi-Square 11,385 29,261 2,4 19,312 11,064 2,406 12,308 12,419
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,0230 0,0000 0,6630 0,0010 0,0260 0,6610 0,0150 0,0140
p. 2,30% 0,00% 66,30% 0,10% 2,60% 66,10% 1,50% 1,40%
H0 Rejected Rejected Accepted Rejected Rejected Accepted Rejected Rejected
a. Friedman Test
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Table 3: Broad Higher Order scales / Positive affect – Kruskal-Wallis test – APPENDIX 8 
 
 Source: SPSS / Non-Parametric / Between-subjects analysis / Kruskal Wallis Test / Positive affect 
Table 4 : Broad Higher Order scales / Negative affect – Kruskal-Wallis test 
 
Source: SPSS / Non-Parametric / Between-subjects analysis / Kruskal Wallis Test / Negative affect 
An inspection of the mean ranks suggested who had the highest scores in each variable. The 
analysis was made for every variable and results are presented on appendix 8.  
Measurements taken between different points in time for the same individual have helped under-
standing of the measurements taken between individuals. For example, scoring the variable of 
‘high order positive affect’, participants 2900, 1700 and 3600, presented mean ranks of 253.88; 
228.57 and 227.87 respectively, providing the highest scores.  However, interpreting the results in 
relation to Friedman’s statistics of table one, it seems that they have been statistically significant 
only for participant 2900. We will deal with this analysis later. 
Given the need to help the reader identify who -from the participants- had the highest scores, 
without referring to tables and statistics of the appendices, Mekko Graphics software was used to 
produce more friendly figures. For example, in Figure 9, one could see how the mean ranks of 
each participant can be compared within each variable. The comparison is made horizontally for 
Ranks Test Statistics a.b
INDIVID N Mean Rank SCORE
SCORE 3600 50 227,87 Chi-Square 42,4833                                 
1100 50 192,50 df 7,00
2900 50 253,88 Asymp. Sig. 0,0000                                   
1600 50 217,53 a Kruskal Wallis Test
1300 50 163,02 b Grouping Variable: INDIVID
1200 50 149,77
1700 50 228,57
2700 50 170,86
Total 400
Ranks Test Statistics a.b
INDIVID N Mean Rank SCORE
SCORE 3600 50 163,19 Chi-Square 86,400                                   
1100 50 296,13 df 7,00
2900 50 135,16 Asymp. Sig. 0,000                                     
1600 50 212,77 a Kruskal Wallis Test
1300 50 193,55 b Grouping Variable: INDIVID
1200 50 239,36
1700 50 208,28
2700 50 155,56
Total 400
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every variable. Of course, this graph aims to aid visual understanding. Someone requiring details 
could refer either to Table Five below or to the appendices.     
 
 
 
 
 
 
  
 
 
Source: Mekko Graphics3 / Between-subjects / Mean Rank presentation / Affective states 
The three highest participants’ scores in each variable are in table five below underlined and 
bolded.  
Table 5 : Affective States Mean Rank / Between-subjects / Kruskal Wallis Test -APPENDIX 9 
 
Source: SPSS / Non-Parametric / Between Participants analysis / Kruskal Wallis Test / Mean Rank comparison 
Turning to the interpretation of results in relation to Friedman’s statistics, the Mean rank table has 
been used to mark on the significant differences per variable and participant found from the 
Friedman test, and the following matching table was developed.  
Figure 9 : Affective States Mean Rank / Between-subjects / Kruskal Wallis Test
Mean Rank
Participants P.A N.A Joviality Self Assurance
Attentiven
ess Fear Hostility Guilt Sadness
3600 227,87 163,19 156,34 146,93 94,70 81,00 81,56 97,13 74,98
1100 192,50 296,13 130,30 113,65 88,65 176,00 155,02 180,37 147,34
2900 253,88 135,16 208,04 126,50 122,28 87,57 70,92 88,10 62,04
1600 217,53 212,77 139,18 185,25 90,63 123,97 121,72 123,67 94,60
1300 163,02 193,55 173,43 125,87 47,53 114,63 103,28 126,50 103,30
1200 149,77 239,36 109,59 43,98 49,58 172,03 81,62 147,77 159,54
1700 228,57 208,28 188,98 142,43 92,03 119,57 104,38 113,93 103,42
2700 170,86 155,56 178,16 79,38 58,63 89,23 85,50 86,53 58,78
3600 1100 2900 1600 1300 1200 1700 2700
Affective States Mean Rank
Participants
P.A
N.A
Joviality
Self Assurance
Attentiveness
Fear
Hostility
Guilt
Sadness
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Table 6: Mean Ranks - with significant results from Friedman's test matching table - APPENDIX 9 
 
Source: SPSS / Non-Parametric / Between Participants analysis / Kruskal Wallis Test / Mean Rank and Within-
subjects analysis / Friedman Test - Sig. matching table. 
Table Six is interpreted as providing the statistical significant results that support the experimental 
hypotheses. This supposedly helps in the selection of the participants according to their ranking 
score for every variable and according to the significance of the results. However, significant re-
sults are not necessarily important results. As Ronald Carver (1978) has argued, when the re-
searcher uses a small sample, a difference might be large even if it does not support the ‘hypothe-
sis’ of being as statistically significant at the level of 0.05. Gold’s (1969) quote: “statistical sig-
nificance is only a necessary but not sufficient criterion of importance” (Gold 1969 cited in 
Carver 1978, p.390) has two implications. The first is about the results of statistics being signifi-
cant, and the second regards the eventual use of the results for theorising and scientific inquiring.  
In consequence, arguing for a significant result, if seeing through a constructionist direction, in-
volves thinking about how the respondents are taking positions in order to construct their stories.    
Finally, the last table (Table 7) improves our understanding by demonstrating the match between 
the Mean rank table with the significant differences per variable and participant evidenced from 
the Friedman test, and the respective P/N ratio per participant. To clarify, the division of partici-
pants’ broad higher order scale positive affect rank means with the respective negative affect rank 
means calculated P/N. The participant who is ‘positive’ enough to form a ‘positive’ case has the 
code 2900. Respectively, the code 1100 looks appropriate in forming a ‘negative’ case. Both will 
be forming a theoretical sample. Moreover, in regard to specific emotions, joviality results for 
codes 2900 and 2700 propose a more detailed analysis of the respective interview extracts. Look-
ing more closely, the matching tabulations for fear, hostility guilt and sadness, suggest cautious-
ness in interpreting the respective interview extracts. The non-significant results documented in 
Kruskal-Wallis Mean Ranks - with significant results from Friedman's test dot patterned
Participants P.A N.A Joviality Self Assurance
Attentiven
ess Fear Hostility Guilt Sadness
3600 227,87 163,19 156,34 146,93 94,70 81,00 81,56 97,13 74,98
1100 192,50 296,13 130,30 113,65 88,65 176,00 155,02 180,37 147,34
2900 253,88 135,16 208,04 126,50 122,28 87,57 70,92 88,10 62,04
1600 217,53 212,77 139,18 185,25 90,63 123,97 121,72 123,67 94,60
1300 163,02 193,55 173,43 125,87 47,53 114,63 103,28 126,50 103,30
1200 149,77 239,36 109,59 43,98 49,58 172,03 81,62 147,77 159,54
1700 228,57 208,28 188,98 142,43 92,03 119,57 104,38 113,93 103,42
2700 170,86 155,56 178,16 79,38 58,63 89,23 85,50 86,53 58,78
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the case of attentiveness, might suggest a high dependency on people’s positionings within the 
organisational context, especially if this context expects everyone to be always attentive.   
Table 7 : Mean Ranks / significant results from Friedman's test / PN/ matching table - APPENDIX 9 
 
Source: SPSS / Non-Parametric / Between Participants analysis / Kruskal Wallis Test / Mean Rank and Within-
subjects analysis / Friedman Test - Sig. / PN ratio / P/N sorted matching table.  
In-depth analysis 
The majority of the participants (7/8) referred to four constructions of meaning, related with, lead-
ership, career path, task alignment and directions, which concerned the social arrangements be-
tween the person and the organisation. Further constructions associated meaning with reward, pro-
fessional identity, structure, problem-solving, feelings of justice, cohesiveness, reappraisal and 
participation. These were constructions of meaning which drew mainly upon one’s expectations 
for ‘reality’ and upon psychological arrangements between him/her and the organisation.    
 
 
 
 
 
 
 
 
 
 
Kruskal-Wallis Mean Ranks - with significant results from Friedman's test dot patterned
& P/N Ratio - List sorted by  P/N
Participants P.A N.A P/N Joviality Self Assurance
Attentiven
ess Fear Hostility Guilt Sadness
2900 253,88 135,16 1,88 208,04 126,50 122,28 87,57 70,92 88,10 62,04
3600 227,87 163,19 1,40 156,34 146,93 94,70 81,00 81,56 97,13 74,98
2700 170,86 155,56 1,10 178,16 79,38 58,63 89,23 85,50 86,53 58,78
1700 228,57 208,28 1,10 188,98 142,43 92,03 119,57 104,38 113,93 103,42
1600 217,53 212,77 1,02 139,18 185,25 90,63 123,97 121,72 123,67 94,60
1300 163,02 193,55 0,84 173,43 125,87 47,53 114,63 103,28 126,50 103,30
1100 192,50 296,13 0,65 130,30 113,65 88,65 176,00 155,02 180,37 147,34
1200 149,77 239,36 0,63 109,59 43,98 49,58 172,03 81,62 147,77 159,54
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Table 8 : Main Constructions of Meaning 
 
Source: NVIVO -7, Node Trees / Analysis of the Interview extracts 
Meaning was involved in many organisational notions, in a way that it was not easy to connect 
some notions into broader themes. Therefore, single references were recorded and remained in the 
form of free nodes. 
Constructions of Meaning Median Times Referenced
% 
Coverage
Leadership 2 17 6,49%
Emotional Climate related components 2 16 6,11%
Directions - Goal orientation 2 15 5,73%
Alignment of task (existential=normative primary) 2 12 4,58%
Career path - Personal Development 1,5 15 5,73%
Professional Identity - face saving 1,5 13 4,96%
Feelings of Justice 1,5 12 4,58%
Structure, processes, rules, regulations, procedures 1,5 10 3,82%
Reward 1 10 3,82%
Participation 1 10 3,82%
Reappraisal (Positive) 1 9 3,44%
Social relationships 1 9 3,44%
Blame and Credit (climate) 1 7 2,67%
Problem solving - Decision making 1 6 2,29%
Cohesiveness - Essence 1 6 2,29%
Personal goals 1 5 1,91%
Achievement - Results 0,5 11 4,20%
Responsibility 0,5 7 2,67%
Learning - Learning transfer - coping 0,5 7 2,67%
Consistency 0,5 7 2,67%
Roles - Job Description 0,5 6 2,29%
Appreciation for the Job Well done 0,5 6 2,29%
Involvement 0,5 6 2,29%
Knowledge of the Job - good job 0,5 5 1,91%
Interest 0,5 4 1,53%
Communication 0 11 4,20%
Recognition from peers - Acceptance 0 7 2,67%
Fellowship 0 7 2,67%
Empowerment 0 6 2,29%
All Constructions 262 100%
134 
 
Table 9 : Free nodes 
 
Source: NVIVO -7, Free Nodes / Analysis of the Interview extracts 
Table 10 : Main Discourses of Meaning 
 
Source: NVIVO -7, Main Discourses of Meaning / Analysis of the Interview extracts 
 
 
Construction of Meaning            
Free Nodes
Times 
Referenced
% 
Coverage
culture 4 21,1%
Career development 2 10,5%
Negative meaning - leadership style 2 10,5%
Accountability 1 5,3%
Attitude - Mentality 1 5,3%
Consistency 1 5,3%
Constructed as a social arrangement 1 5,3%
Constructed as Personal Meaning 1 5,3%
Cooperation 1 5,3%
Corporate identity 1 5,3%
Openess - Truth 1 5,3%
Reputation 1 5,3%
Similar perspectives 1 5,3%
vision 1 5,3%
All Free Nodes 19,00 100,0%
Main Discourses of Meaning Median Times Referenced
% 
Coverage
Psychological discourse 3 27 18,6%
Social Discourse 2,5 20 13,8%
Economic discourse (mutually beneficial social 
arrangements) 2,5 21 14,5%
Intellectual discourse 2 18 12,4%
Political discourse 1,5 11 7,6%
Power and Authority Discourse 1 8 5,5%
Romantic discourse 1 9 6,2%
Contol of reality 1 11 7,6%
Conflict of existential with Primary task 0,5 10 6,9%
Conflict of personal values with Organizational 0,5 6 4,1%
Maintaining face discourse 0 4 2,8%
All Discourses 145 100,0%
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Participant 3600 – Ray  
Discursive constructions 
In the extract of Ray’s interview, meaning was mostly linked to communication, achievement and 
results. It additionally referred to something which required goal orientation and clear directions, 
associated with feelings of justice.  
Other constructions associated meaning with professional identity. However, these constructions 
on identity were developed in this interview extract as the result of the job task alignment and the 
congruence or incongruence of personal goals.   
The participant believed that doing what he enjoyed and what he knew, was something that re-
sulted in meaning, which was realised by achievement, management of people and quality tasks; 
this meaning that work had for him, was the existential task –the task that he believed he was car-
rying out.  
It seemed that the participant had appraised the encounter as beneficial, and there was goal con-
gruence, which supported his alignment of existential with primary task (line4: to do things…that 
you believe, line 8: the things I just said, line14:I’am trying to keep up...).  
The construction of meaning as things that did not make you bored and seemed right  in relation 
to the constructions in response to the questions about the task he had to do and the task he actu-
ally was doing, (lines 5-8), demonstrated the initial goal congruence, and the consequent align-
ment of the existential with the primary task of the organisation. 
Meaning was also referred to as something that was influenced by the knowledge of the job, and 
as something that was influenced by the organisational culture and climate.  
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Table 11 : Constructions of Meaning per participant – Code 3600 
 
Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
 
Discourses 
In this interview extract, meaning was constructed in at least six discourses. The main discourse 
developed was a psychological one. The participant saw himself favourably in the endeavour, re-
ported goal congruence, and believed in open communication with others: (line2: To do what I 
like and what I know, line4: do things that do not make you bored, to do things that seem right, 
that you believe in, line17: and with the internal personal satisfaction that the achievement of 
your objectives gives you). 
Constructions of Meaning No of References % Coverage 3600 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
References(
Like to Like)
17 28 16% 179
Communication 4 36%
Line 4: and to be possible to communicate with others, line13: 
What I would like is to be able to communicate and talk the 
same language at work, line17: To have someone [with whom] 
you can communicate;, line19: There is the problem of 
communication
0 11
Achievement - Results 3 27%
Line 2: What is the satisfaction that you receive from your work? 
Results; reward; advancement!, line 4: to receive satisfaction 
from the accomplishments, from the results, line 17: ..the 
internal personal satisfaction that the achievement of your 
objectives gives you
0,5 11
Professional Identity - face 
saving 3 23%
Line 2: To do what I like and what I know; a job that creates 
meaning to me, it is clear the achievement of targets the 
management of people and doing quality tasks, line10: [Do]they  
not have a professional or corporate […] identity? , they are lost, 
they need guidance, coaching and direction,line13:That we speak 
about the same thing presupposes knowledge of the subject and 
knowledge of the subordinate.
1,5 13
Directions - Goal orientation 3 20%
Line 4: to have the resources and the means to do them, line 13: 
clear directions do not exist at the company,.. line 14: I am trying 
to keep up, be clear, prioritise and do my job,  line 16: I believe 
for my subordinates ...they need guidance, coaching and 
direction […] clear direction
2,0 15
Roles - Job Description 2 33% Line 4: clear things to do, line 13: clear directions do not exist 0,5 6
Structure, processes, rules, 
regulations, procedures 2 20%
Line 19: it is the environment, the company, also the 
businessman as well as the structure and the targets, line 19: 
there is the problem of communication, of bureaucracy..
1,5 10
Interest 1 25% 0,5 4
Personal goals 1 20% Line 2: to do what I like and what I know; 1 5
Knowledge of the Job - good 
job 1 20%
Line 13: if we speak for the same thing, it presupposes 
knowledge of the subject and knowledge of the subordinate 0,5 5
Responsibility 1 14% Line 4: clear things to do [implies that then one is being responsible] 0,5 7
Reward 1 10% Line 2: What is the satisfaction that you receive from your work? Results; reward; advancement! 1 10
Participation 1 10% Line 2: .. the management of people and doing quality tasks 1 10
Alignment of task 
(existential=normative primary) 1 8% Line 4: to do things that seem right, that you believe 2 12
Feelings of Justice 1 8% Line 16: ..[…] important[…] fair and equal treatment. 1,5 12
Career path - Personal 
Development 1 7%
Line 2: What is the satisfaction that you receive from your work? 
Results; reward; advancement! 1,5 15
Emotional Climate related 
components 1 6% Line 4: to do things that do not making you bored 2 16
Leadership 1 6% Line 19: it is the environment, the company, also the businessman 2 17
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The construction on clear roles and guidelines, as well as on feelings of justice, was based on his 
own status of congruence, which he projected to the others, expecting that it should have been the 
same for anyone who wanted to have meaning in the organisation: (line16: I believe that the same 
is true of my subordinates as for me […] prioritisation of goals, clear guidelines and […] impor-
tant […] fair and equal treatment). 
Therefore, the present economic discourse  valued more than usual psychological exchanges of 
things that created meaning to self: (line4:Clear things to do, to have the resources and the means 
to do them (…) to receive satisfaction for the accomplishments, from the results,line2: What is the 
satisfaction that you receive from your work? Results; reward; advancement!). 
Social discourse was developed in relation to the participant’s need for open communication 
(line4:…and to be possible to communicate with others, line 13: What I would like is to be able to 
communicate and talk the same language at work), as a request for contact, and might be seen in 
relation to the construction of a political discourse which expressed disappointment at the way 
things were done. (line19: It is the environment, the company also, the businessman as well as the 
structure and the targets. There is the problem of communication, of bureaucracy). 
The participant seemed in control of ‘reality’, which for him was independent of the authority the 
organisation exercises over its members. He was confronting the situation with optimism, deter-
mined to work for things to change: (line8: The main thing (most important) is to teach people to 
work properly! line13: this is not affecting me. I am trying to keep up, be clear, prioritise and do 
my job). 
Finally, an intellectual discourse with an emotional face was evident, which revealed itself  in the 
participant’s attempt to explain the object of change and the commitment he has undertaken to 
change things, irrespective of the limitations and control that the organisation exercised. (line10: 
They do not have a professional or corporate (…) identity?, they are lost, they need guidance, 
coaching and direction (…) clear direction, line13: That we speak about the same thing presup-
poses knowledge of the participant and knowledge of the subordinate. Clear directions do not ex-
ist at the company; however this is not affecting me. I am trying to keep up, be clear, prioritise 
and do my job). 
Action orientation 
The participant’s concerns were guided from a simplified construction of meaning as something 
which was easily obtainable if someone is doing what he/she likes and knows:  (line2: what one 
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likes and what one knows). The construction of meaning within psychological discourses as the 
result of goal congruence and task alignment promoted the development of a similar experience 
for others. The participant seemed willing to cooperate openly, to provide guidance, direction, and 
coaching and to help others to reach personal satisfaction, through the achievement of their objec-
tives.  
Positionings 
The construction of meaning within psychological discourses positioned the goal congruence and 
meaning as highly dependent on one another. The participant accepted responsibility for the 
things that need to be done, and his position offered by this construction is one of a responsible 
organisational actor, who was realising the organisation’s interests beneficially in relation to the 
endeavour, developing further personal meaning by being aligned with the organisation’s primary 
task. 
Practice 
The participant feels in control of the situation; although he knows that there are issues which 
make the task difficult, like communication and bureaucracy, he is determined to continue his 
task:(line13: however this is not affecting me, line14:I am trying to keep up, be clear, prioritise 
and do my job). 
Subjectivity 
In this interview extract, the situation is appraised as beneficial for the participant; work has a 
positive meaning for the individual; and goal congruence results in the development of positive 
emotions. Since the participant reported that he was in alignment with the job that he was required 
to do, it is expected that he embodies positive responses to change.   
Coping responses to change and learning 
The participant assigned credit for the goal congruence to self, and he felt in full control of the 
situation. Goal congruence involved attaching a valued object or accomplishment in a positive 
emotions generating encounter. The sustaining of goal resulted to the emotion of joy (mean rank: 
156, 34), while the emotion of self-assurance (mean rank: 146, 93) might guarantee the resilience 
of the individual and his commitment to move closer to the benefits that change could convey.  
However, there was an indication of blame in his appraisals, which was also supported by moder-
ate hostility among the other participants (mean rank: 81, 56), which might be evidence for as-
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signing accountability to the organisational climate, the culture, and the leadership, for communi-
cation and bureaucracy malfunctioning. (line19: It is the environment, the company also, the busi-
nessman as well as the structure and the targets. There is the problem of communication, of bu-
reaucracy, line25: You feel blocked up, there is so much bureaucracy […], things […] etc). 
Complementary to the attribution of accountability was a high attention deployment, (attentive-
ness mean rank: 94, 70), which was used to avoid stressing facts: (line13: Clear directions do not 
exist at the company; however this is not affecting me. I am trying to keep up, be clear, prioritise 
and do my job). 
It might be argued that the participant’s positioning in relation to meaning and in relation to the 
change process, draws on a positive learning capacity. As expected, the participant approached 
conflicting views and problematic issues in the organisational ‘reality’ openly constructing the 
things that hurt and the things that create positive personal meaning.  
Because of his internal commitment, he was not afraid to project his meaning, creating beliefs for 
the others in the organisation. The participant’s wish for subordinates’ participation is evident in 
his attempts to encourage open communication, clear directions, coaching and guidelines, in the 
belief that their internal personal satisfaction is a prerequisite for meaning development: (line17: 
and with the internal personal satisfaction that the achievement of your objectives gives you). 
Participant 1100 - Paul 
Discursive constructions 
In the extract of Paul’s interview, meaning was referred to as something which required career 
development and personal growth, consistency and cohesiveness. It was further constructed as 
something which was associated with justice and leadership, and as being the result of social ar-
rangements.  
Meaning was also constructed as something associated with achievement resulting from knowl-
edge and learning and requiring a common culture, a common way in which things were done. 
Finally, it was also seen as something which required positive reappraisal and reward. 
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Table 12 : Constructions of Meaning per participant – Code 1100 
 
Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
 
Constructions of Meaning No of References % Coverage 1100 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
References(
Like to 
Like)
20 31 16% 193
Career path - Personal 
Development 4 27%
Line 2: A creative one with future and potential, line11: and a clear 
picture for the personal prospective and potentials, line21: The 
same as above and to feel that they develop professionally, line23: 
The same with me towards my supervisor; to feel that they develop 
and grow as professionals.
1,5 15
Consistency 3 43%
Line8: There is inconsistency between theory and practice, between 
those things that are transferred (communicated) and you agree 
when you hear them and those that are practiced, line11: 
consistency in the relation, line 35: to remain stable and consistent, 
towards all of my collaborations. 
0,5 7
Cohesiveness - Essence 2 33%
Line 13: Mutual respect in needs, understanding the needs of 
others, and common -mutual business ethics in the approach to 
cooperation and to be able to approach the issues with common 
language and a common understanding in a common way, line 4: it 
is to share with others, principles, targets and business ethics.
1 6
Fellowship 2 29%
Line 13: Mutual respect in the needs, understanding of the needs of 
the other and common – mutual business ethics in the approach of 
cooperation and line 13: to be able to approach the issues with 
common language and a common understanding a common way
0 7
Structure, processes, rules, 
regulations, procedures 2 20%
Line 25: The company culture, the non-productive procedures, 
difficulties in implementation, line 33: The second is to change the 
criteria of hiring new employees
1,5 10
Feelings of Justice 2 17%
Line 11: honesty, consistency in the relation, line 25 cont. in 27: 
The company culture, the non-productive procedures, difficulties in 
implementation, behaviours from colleagues, imbalances within 
hierarchical levels [the subject's reply with face expressions, 
implied injustice] .. [Imbalances] either in rewards or in 
behavioural treatment, issues that start always from the general 
management
1,5 12
Emotional Climate related 
components 2 13%
Line 13: Mutual respect in the needs, understanding of the needs of 
the other and common – mutual business ethics in the approach of 
cooperation and to be able to approach the issues with common 
language and a common understanding a common way, line 16: to 
feel that they are motivated from the collaboration holistically
2 16
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Table 13 : Constructions of Meaning per participant – Code 1100 
 
Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
 
Discourses 
The most referenced discourse was an economic discourse, in which the participant constructed 
what he considered as a mutually beneficial social arrangement between self, the others and the 
organisation.  Cooperation and a similar business perspective were considered a key topic in this 
arrangement (line4: To have good cooperation with other people and to have a similar perspec-
tive in viewing business and everyday work). Consistency and honesty in the relationship were 
two other key elements of the relationship, which also built on a psychological discourse: (line 11: 
honesty, consistency in the relation, namely in the behaviour, and a clear picture for the personal 
prospective and potentials). 
Constructions of Meaning No of References % Coverage 1100 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
References(
Like to 
Like)
20 31 16% 193
Leadership 2 12%
Line8: This is also an issue of the top management, line27: issues 
that always start  from the general management. If the general 
management does not do it in a proper way, or if does certain 
things bad, these go through the lower hierarchical levels in all 
departments), and as  a result of social arrangement (line13: mutual 
business ethics in the approach of cooperation … common 
language and a common understanding,
2 17
Interest 1 25% 0,5 4
Knowledge of the Job - good 
job 1 20%
Line 8 : Methodology for planning, …allocation and delegation of 
tasks, follow up the issues, all They are simply not in the level I 
would like them to be;
0,5 5
Involvement 1 17%
Line 16: To be able to transfer to them everything what I am 
required to do from my supervisor and to feel that they are 
motivated from the collaboration holistically
0,5 6
Blame and Credit (climate) 1 14%
Line 14:  blame is impliedon others [Communicate clearly what 
they mean and follow a business methodology] [Not something 
different depending on stakes in relation to every situation]
1 7
Learning - Learning transfer - 
coping 1 14%
Line 19: to add value in our collaboration, by transferring new 
systems and new application in my job. 0,5 7
Reappraisal (Positive) 1 11%
Line 11: Because I am a human, I take many initiatives (at least I 
think so), and I would like to know if those [initiatives] are aligned 
with the demands and the expectations of my supervisor. Do they 
give added value? Meaning that, to have a feedback in the initiative 
I take
1 9
Social relationships 1 11% Line 13:  understanding of the needs of the other 1 9
Reward 1 10% Line 2: ..and potential, high rewards [financial] that could cover your needs [satisfactory] . 1 10
Participation 1 10% Line 4: it is to share with others, principles, targets and business ethics 1 10
Achievement - Results 1 9%
Line 19: . Besides of the achievement of mutual objectives and 
targets (quantitative and qualitative) to be able to add value in our 
collaboration
0,5 11
Alignment of task 
(existential=normative primary) 1 8%
Line 8 : I am not doing it in the extend that I would like to, due to 
the different perceptions- conceptions rather in the way of 
managing and handling …this is done due to a lack of a 
methodology and a correct approach towards the various topics.
2 12
Professional Identity - face 
saving 1 8%
Line 4:To have good cooperation with other people and to have 
similar perspective in viewing business and everyday work. ..; 
these things are enough form me; I don’t need bigger office space 
or new furniture [he is referring to the latest renovation of his 
office furniture with indifference], it is to share with others, 
principles, targets and business ethics
1,5 13
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Mutually beneficial social arrangements have also built on social and intellectual discourses ( 
line13: Mutual respect in the needs, understanding the needs of others, and common - mutual 
business ethics in the approach to cooperation, and to be able to approach the issues with com-
mon language and a common understanding in a common way,( line19: Besides the achievement 
of mutual objectives and targets [quantitative and qualitative] to be able to add value in our col-
laboration, by transferring new systems and new applications to my job). 
An important construction of meaning in a conflict of personal values and beliefs with organisa-
tional values discourse draws on goal incongruence and negotiates the ‘reality’ of the primary or-
ganisational task: (line8: My way, my approach, my perception of managing day-to-day issues is 
not keeping pace with the way in which the higher level of management is practising it 
...Methodology for planning, allocation and delegation of tasks, follow up of the issues, all. They 
are simply not at the level that I would like them to be; they don’t go with the needs of the middle 
management and with the needs of the upper management).  
The participant felt that honest communication from leadership was needed, which follows a cer-
tain business methodology, and not something which changes each time depending on the situa-
tion (line13: mutual business ethics in the approach to cooperation, and to be able to approach 
the issues with a common language and a common understanding in a common way). 
A romantic discourse was developed when the participant constructed the relationship as some-
thing that was a step on the way to accomplishing organisational goals: (line8: and you agree 
when you hear them= and those that they are practiced= this is done due to a lack of a methodol-
ogy and a correct approach towards the various topics). 
Action orientation 
The discourse of conflict of values and beliefs fulfils the function of assigning responsibility to 
management for not being consistent in practicing what it promises, for not being able to change 
the way things are done, and for not being able to manage its people properly and with consis-
tency.   
The discourses constructed promoted the participant’s stance as a critical agent, who designs a 
distant way of working, using a methodology of his own for planning, delegation, follow-up and 
implementation of tasks, and who  opposes the top management methods and practices. His oppo-
sition was mainly influenced by the psychological elements of the relationship with leadership, 
namely feelings of justice, and business ethics. These elements comprised the psychological and 
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social antecedents of trust, which together with the effects of the organisational climate, made 
trust in the leadership and the organisation a matter of dispute. 
The use of a romantic discourse allowed the participant to defend himself against criticisms that 
he has not given a chance to the ideas and practices of top management, while at the same time 
provided the excuse for working in isolation. 
Positionings 
The construction of meaning as an economic relationship, with extensions in mutual social bene-
ficial arrangements, positioned the participant as dependent on leadership actions. However, since 
leadership actions have perceived harmful expected consequences for the participant’s goals, and 
because of initial goal incongruence, the resulting participant’s positioning is one of a free agent 
who reserves the right to work with his own methods and practices.  
Practice 
The positioning of the participant required him to be in conflict with leadership, in order to keep 
his ego-identity secure. This required the participant to face responsibility for his actions and to 
consider the consequences of his actions. The break with top management means that the partici-
pant took responsibility for the relationship, and the break demonstrated his concern about the fu-
ture and his positioning as a responsible organisational actor. 
Subjectivity 
The participant had the highest score for negative affect as well as for fear, hostility and guilt, 
compared with the others. He had also significant ratings in all of these variables. Negative emo-
tions felt, and especially sadness, indicated that a commitment of importance to the individual was 
threatened or lost. The participant believed that he was not able to change this situation for the 
better, and the commitment was lost, something which implied lack of control. This was the goal 
incongruent event that produced sadness. At this stage, the participant held no one accountable for 
that loss. However, in trying to maintain balance of identity and for attributions of accountability 
and control, the participant located the leadership as being responsible for the situation, and the 
emotion turned to anger and hostility returning to guilt, when the blame was internalised.  
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Table 14 : Participant’s 1100 - Negative affective states mapping 
 
Source: SPSS / Non-Parametric / Between Participants analysis / Kruskal Wallis Test / Mean Rank and Within-
subjects analysis / Friedman Test - Sig. 
However, sadness seems to come at the end of the effort to cope with the loss. The emotions of 
hostility and guilt were reactions, which were trying to restore what once was (line42: I strongly 
believe that it existed in the past), and is related to the active struggle (Lazarus, 1991b).  
In view of the practice referred to above, the person could stay inactive or withdraw, up to when 
the impact of the lost commitment fades, and a new commitment comes.  
Attention deployment worked moderately compared to others on the participant’s cognitive cop-
ing, and served the purpose of avoidance and withdrawal from the stressing environment (Atten-
tiveness mean rank: 88, 65).  
Given the fear felt by the participant, it might be argued that the threat was the potential loss of 
meaning, and the participant’s reaction was avoidance and escape from the demeaning situation. 
Fear shares with hostility the urge to locate an external agent responsible for blame, something 
which also helped the participant as a defence against feelings of guilt and self –blame.  
Avoidance is a way of not paying attention to the problematic situation, and sets out to satisfy a 
goal of keeping attention misdirected(Lazarus, 1991b).  
Discussion about the change process focused on the intellectual discourse of proper methodology 
and correct way of working, to which the participant referred earlier, as an effort to continue his 
struggle for recovering what once was. In this attempt, the participant explicitly portrayed the 
need for employees to see change with a new attitude and approach, and the importance of every-
one’s internal commitment.  
Through the constructions of this stage, it was evident that the participant believed that meaning 
development through a mutual beneficial relationship with the organisation was a lost commit-
ment, which resulted in his descriptions of a general attitude of distancing from the organisation. 
Kruskal-Wallis Mean Ranks - with significant results from Friedman's test dot patterned
& P/N Ratio - List sorted by  P/N
Participant N.A Fear Hostility Guilt Sadness
1100 296,13 176,00 155,02 180,37 147,34
p: 0,000 0,001 0,029 0,002 0,002
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People assigned accountability to the organisation and to the company vaguely, without address-
ing blame or responsibility to someone or something specific. This demonstrated inaction and 
withdrawal, non-participation and minimal communication.  
It is expected that the participant is not capable of positive learning. The constructions of meaning 
in this interview extract involved with negative emotions in the participant, and future expecta-
tions for change were pessimistic. The situation has negative meaning for the participant, who 
considered that a commitment of importance was lost. Considering that emotions are reactions to 
meaning, and that when meaning is altered there is also a change in the emotions, there seems no 
possibility for the participant to develop positive meaning.  He was therefore trying to control 
things unilaterally from his point of view, emphasising rationality, and trying to suppress the 
negative feelings that he was feeling. 
Participant 2900 – Peter N 
Discursive constructions 
In the extract of Peter’s interview, meaning was mainly referred to as something which required 
clear directions and goal orientation. Therefore, it was something associated with leadership and 
goal congruence.  
Meaning was additionally constructed as something associated with involvement and social rela-
tionships, and as something which required fulfilment of personal goals, irrespective of what they 
were.  
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Table 15 : Constructions of Meaning per participant – Code 2900 
 
Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
 
Discourses 
One of the prominent discourses developed in this interview extract was a political discourse, 
which was constructed together with a conflict of existential task with the primary task. (line6: 
Your basic task is the one that you are requested to do; and what I am expected to do is not known 
to me, line9: I don’t have a contact, besides I have two or three supervisors, line18: To decide 
what the company wants to do; and then what I have to do, line4: to duck, and keep a low profile! 
[Laughing]). 
The discourse of conflict of task dominated in the discussion and influenced constructions on 
power, and attempts to control ‘reality’. (line6: Today something happened that is revolutionary, 
Constructions of Meaning No of References % Coverage 
2900 - Participant's 'replies' quoted from the Interview 
extract
Total - 
Participants'-
Median
Total 
References(
Like to 
Like)
11 17 17% 102
Directions - Goal orientation 3 20%
Line18:To decide what the company wants to do; and 
then what I have to do, line20: This is changing every 
week and every month! there have been five changes up 
to now, line22: I might have helped, maybe; let them tell 
me what they want and we all see!
2,0 15
Problem solving - Decision 
making 2 33%
Line 2: To have an essence and not a surface, not being 
like a show-case, to end somewhere, to do the right 
things, line 14: another [finds meaning] from solving his 
problems 
1 6
Roles - Job Description 2 33% Line 18: ..what is that I have to do , line 22: let them tell me what they want and we see! 0,5 6
Alignment of task 
(existential=normative primary) 2 17%
Line 6: Your basic task is the one that it is requested from 
you to do; and what I am expected to do is not known to 
me, and line 14: [implies the need for alignment ] 
2 12
Leadership 2 12%
Line16: The one that defines the subject of your work, 
and I don’t know who he is, line 18: to decide what they 
want [leadership] the company to do..
2 17
Personal goals 1 20%
Line14: One finds meaning from his relations with some 
others, another finds meaning from fulfilling his personal 
objectives, no matter which are the company’s objectives, 
the other from his motives for power, another from 
solving his problems, another from showing-off as 
expert, etc.
1 5
Cohesiveness - Essence 1 17% Line 2: To have an essence and not a surface 1 6
Blame and Credit (climate) 1 14% Line 4: to duck and keep low profile [laughing] 1 7
Reappraisal (Positive) 1 11%
Line 9: [ importance of reappraisal is implied in the 
absense of supervisor] I don’t have a contact, besides I 
have two or three supervisors
1 9
Social relationships 1 11% Line 14: One finds meaning from his relations with some others 1 9
Participation 1 10%
Line 11: Daily human discussions with them [my 
colleagues], since I do not have subordinates, it is only to 
force discussions with colleagues to do my job
1 10
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which I cannot discuss, but how many of these things could happen because the company does not 
take a position, line9: I have no contact, although I have two or three supervisors). 
Action orientation 
The participant seemed concerned with specific issues that existed between himself and the com-
pany. The discursive context within which the discourses here deployed revealed that these issues 
were intense and important, as they resulted in a non-relationship with the organisation.  
Positionings 
The discourses described did not position the participant in proximity to the organisation. The par-
ticipant was rather distanced, waiting for something which was not however elucidated in the in-
terview extract. The participant’s expectation was based on his concerns about his role and task as 
much as about the organisational goal and direction.  Social relationships with colleagues were 
used as leverage to substitute for the lack of a mutually beneficial social arrangement with the or-
ganisation.   
Emotion-focused coping was used to alter what was a major concern in the participant’s mind, 
changing the meaning of the relationship with the organisation by distancing the participant from 
the situation. At this stage of distancing, the emotions of attentiveness and joviality helped to alter 
the concerns of the mind, and made negative emotions seem doubtful.     
Practice 
The participant was not a member of a mutually beneficial arrangement with the organisation. It 
was expected, therefore, that he worked and acted in isolation. There was no obligation to behave 
as a responsible actor, because responsibility has not been defined for him. The participant’s posi-
tion of someone who could withdraw from an apparent relationship at any time without justifica-
tion, denoted a focus on self and its interests. The participant chose not to try to change the actual 
person-organisation relationship. He did this by making a point of not discussing the problem 
within the organisation, nor considering it himself.  
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Subjectivity 
Table 16 : Participant’s 2900 - Positive affective states mapping 
 
Source: SPSS / Non-Parametric / Between Participants analysis / Kruskal Wallis Test / Mean Rank and Within-
subjects analysis / Friedman Test - Sig. / PN ratio. 
The participant appraised the relationship with the organisation as non-beneficial, and identified 
goal incongruence in the endeavour. However, the participant seemed distanced from the goal in-
congruent event, which was about the clarity and definition of the primary task. This allowed the 
ego-involvement of the individual to remain uninfluenced by the goal at stake. The participant, as 
seen before, had the highest score in attentiveness (mean rank: 122,28), which together with the 
highest scoring in positive affect (253,88) might indicate his emotion –focused coping capacity, 
which altered the stressing incongruence in the mind by following an avoidance strategy. There-
fore, concerns were not discussed, and present meaning of the relationship was altered through 
distancing and through postponing the concern. Somehow or other, it seemed that despite the 
transposition of the concerns under future expectations, the participant was competent in present 
and future effective coping.    
It might be argued that the participant’s positioning in relation to meaning and to the change proc-
ess, draws on a positive learning capacity. This is because the participant was not afraid to express 
opinions openly: he did it tactfully, yet without suppressing negative feelings. He did not con-
struct defensive relationships, and was not involved in assigning blame and accountability to oth-
ers, and as his ego – identity was not threatened, there has been no appraisal of a personal insult or 
attack.  
Joviality having the highest score (mean rank: 208, 04) indicated that the direction of accountabil-
ity and control attributions were to self, and that the person was credited for any results and ac-
complishments, attained from a goal congruence of any relevant content.  
 
Kruskal-Wallis Mean Ranks - with significant results from Friedman's test dot patterned
& P/N Ratio - List sorted by  P/N
Participant P.A N.A P/N Joviality Self Assurance
Attentiven
ess
2900 253,88 135,16 1,88 208,04 126,50 122,28
p: 0,004 0,014
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Participant 1600 - James 
Discursive constructions 
In the extract of James’ interview, the discursive object of meaning was referred to as something 
that required consistency, direction and goal orientation, and implicitly linked to problem-solving 
and decision-making.  It was explicitly associated with leadership, career path and personal de-
velopment. It required a monetary reward, a statement explicitly reported for all the actors in the 
organisation (line 2: money, line 16: Knowledge, money …, line 18: money). 
Meaning was also implicitly linked to face-saving and to the questioning of professional identity, 
when the participant stated his belief that there are some people who like what they do. This is 
done in a way that implies his own anxiety about the goal content (what they do), which seems 
existentially centred on meanings and a sense of identity he has constructed (Lazarus, 1991b).  
The construction of meaning as feelings about routines, reward, and environment, connected the 
participant to an implicit association of meaning with the emotional climate in the organisation, 
while the association with excitement, interest, good climate and friendly environment, explicitly 
linked meaning with the individual’s perception of an organisational emotional climate: (lines 2, 
18, 20). 
Meaning was referred to as something that required feelings of justice, explicitly linked to the in-
terview extract, to justice and meritocracy (lines 9, 24, 26). These justice constructions assume the 
implicitly provided associations of meaning to a general feeling of fair working principles of dig-
nity and pride, knowledge of the role people occupy, recognition of responsibilities, and knowl-
edge of the working participant (lines 9, 11, 24,26). 
A construction of meaning in relation to personal goals was provided through a reference concern-
ing others (subordinates) and the fulfilment of their ambitions (line 20). However, this construc-
tion might hide a face-saving and/or identity warranting perspective of the caring manager, for its 
people, and might also express participants’ own and uncensored -free of the manager’s organisa-
tional behaviour requirements- beliefs about meaning.  
Responsibility as another discursive construction of meaning in this interview extract was being 
approached in relation to the feelings of justice as described above (line 11). 
Meaning was further referred to as something that involved social recognition, and acceptance 
from peers (lines 2, 16, 11), as something which involved knowledge of the participant about the 
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job, and as something which could be developed by learning and learning transfer within the or-
ganisation (lines 18, 24, 26). 
Furthermore, meaning was associated with appreciation for the job well done, something that 
draws on this interview extract on the recognition and acceptance from the social and the organ-
isational environment. This was also implicitly linked to the ability of the supervisor to know the 
job, and therefore his ability to evaluate with justice every good performance, and showing appre-
ciation for every job well done (line 11). 
The position of the participant in the organisation is one that requires the managing of the coordi-
nation of the organisation’s various commercial departments; this requires that the participant 
deals mostly with colleagues in similar positions or at lower hierarchical levels, who do not how-
ever report to him. As this position is a highly political one (line 6: Guardian, trustee, the blend-
ing of the requests of marketing and logistics with the needs of sales department), it might be said 
that appreciation was mostly associated with meaning, in view of the participant’s need for pro-
fessional identity establishment and acceptance, linked to purely psychological constructions of 
personal meaning development.  
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Table 17 : Constructions of Meaning per participant – Code 1600 
 
Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
Discourses 
In this interview extract, meaning was constructed in at least five ways. First, it was constructed 
as a social arrangement. It is something that requires the individual and the social to come into 
existence. People in the organisation are required to invest resources to get mutual support and 
recognition. On the one hand it is hard to disconnect this arrangement from the others in the or-
ganisation, because it has been developed over time; on the other, it was constructed as a testing-
ground towards recognition. (Line 2: social recognition, line 11: to feel recognised). 
Constructions of Meaning No of References % Coverage 
1600 - Participant's 'replies' quoted from the Interview 
extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
16 35 23% 152
Feelings of Justice 4 33%
(line 9: to have a feeling of justice and to see that my 
supervisor has knowledge of the ‘subject’ (knows the job),  
line 11: …concerning me to have dignity and pride, to know 
what they have to do and how to do it, to recognise their 
responsibilities, line 24: Meritocracy, and production of 
knowledge, line 26: With that, meritocracy and pro-duction 
of knowledge).
1,5 12
Responsibility 3 43% line 11 0,5 7
Learning - Learning transfer - 
coping 3 43%
(line 18: …these are exceptions, they like to obtain 
knowledge and learn, they like what they do, line 24: and 
production of knowledge, line 26: production of knowledge).
0,5 7
Recognition from peers - 
Acceptance 3 43%
(line 2: …social recognition…, line 16: Knowledge, money 
and social recognition, line 11: and to feel recognised) 0 7
Reward 3 30% (line 2: money, line 16: Knowledge, money …, line 18: money) 1 10
Career path - Personal 
Development 3 20%
(line 18:but some have ambitions; these are exceptions, they 
like to obtain knowledge and learn, they like what they do. 
line 20: fulfilment of their ambitions, line 26: Devel-opment 
of people helps in the harmonious functioning of the 
company). 
1,5 15
Emotional Climate related 
components 3 19%
(line 2: Money, social recognition, no routine, a job that 
would give me excitement, line 18: money, friendly known 
environment, good climate, line 20: Acquisition of 
knowledge, good atmosphere – clime, money and the 
fulfilment of their ambitions).
2 16
Knowledge of the Job - good 
job 2 40%
(line 9: ..to see that my supervisor has knowledge of the 
‘subject’ (knows the job),  line 11: … to know what they 
have to do and how to do it)
0,5 5
Professional Identity - face 
saving 2 15%
(line 18: there are of course some that like what they 
do…but some have ambitions) 1,5 13
Directions - Goal orientation 2 13%
(line 22: this presupposes that certain things be done; if it 
remains only in words then it is not a direction. If action is 
taken then it is a direction)
2,0 15
Leadership 2 12% (line 22: Firstly, the supervisor and the direction of the company) 2 17
Interest 1 25% 0,5 4
Personal goals 1 20% line 20 :..the fullfilment of their ambitions 1 5
Problem solving - Decision 
making 1 17% (line 22: If action is taken then it is a direction) 1 6
Appreciation for the Job Well 
done 1 17% (line 11: and to feel recognised). 0,5 6
Consistency 1 14%
(line 22: this presupposes that certain things be done; if it 
remains only in words then it is not a direction. If action is 
taken then it is a direction)
0,5 7
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Second, the construction on social relationships and the responsibilities of the others, -which re-
sulted in social recognition for the participant- who were involved in mutually beneficial social 
arrangements in the organisation, draws on a wider economic discourse. This relationship of the 
individual with the organisation was depicted by references to exchange assumptions, expecta-
tions, beliefs and positions. (Line 2: money, line 11: to feel recognised, line 18: money, friendly 
environment, line 20: money and fulfilment of their ambitions). 
The third discourse was intellectual, in view of the relationship of the participant with the supervi-
sor (the organisation in his eyes); knowledge was considered as the main priority by the partici-
pant, as an asset to get the best out of this exchange relationship. (Line 9: and to see that my su-
pervisor has knowledge of the ‘participant’ [knows the job], line 11: to know what they have to do 
and how to do it, line 16: acquisition of knowledge, line 24: production of knowledge, line 26: 
production of knowledge, line 31: those that do not understand what that change means…they do 
not have the knowledge). 
The fourth discourse was developed in view of the same exchange, and negotiated feelings and 
climate within the organisation, drawing on a psychological discourse (line 2: a job that would 
give me excitement, line 9: to have a feeling of justice, 18: friendly known environment, good cli-
mate, line 20: good atmosphere …fulfilment of their ambitions). The psychological discourse in 
this interview extract denoted clearly the expectations of the participant for a positive evaluation 
by the organisation, based on his perception of the components of fair evaluation and exchange, 
between employee and organisation. The qualities of this psychological discourse were judged in 
the light of the power and authority discourse (the fifth discourse) that was developed implicitly, 
in order to emphasise the power of the organisation’s authorities, to evaluate, reward, and take 
action. This last construction also demonstrated the different perspectives of objectivity and sub-
jectivity between the participant and the organisation. 
Action Orientation 
The participant’s use of a discursive construction of meaning as a social arrangement and as a mu-
tually beneficial but fair exchange process between the employee and the organisation could be 
seen as a way of emphasising his responsibility. The emphasis on knowledge and the construction 
of an intellectual discourse could be seen as a way to emphasise professional identity and exper-
tise, as main components for success and positive evaluation from the organisation. The gain for 
the individual is to show that he could help in the development of an environment with meaning 
for everyone and that he could also be valuable in the change process, since he has the knowledge 
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to do things, is professional and fair and willing and able to recognise and accept responsibility 
(line 26, and 31). 
Positionings 
The discourse of economic exchange positions the participant and the organisation in a situation 
of high dependency on each another. However, it is indicated that organisation is not only leader-
ship or supervisors in this interview extract. Organisation seems to be constructed essentially 
around relationships with colleagues in other departments, and as a total social arrangement; this 
arrangement develops a relationship so important for the individual that the continuity of this rela-
tionship draws on his ability to maintain psychological balance, and meaning from work. This ar-
gument, similar to the political role (line 6) of the participant as a coordinator, helps to develop a 
participant’s position guided by the need to behave as a responsible person, who should be related 
to the others within the organisation in the same responsible manner of fair exchange and benefi-
cial interdependence.  
Practice 
The construction of meaning as social arrangement and economic discourse, supported by psycho-
logical and intellectual discourses, and by power and authority discourse, together with the par-
ticipant’s position, requires the participant and colleagues positioned within them, to act responsi-
bly, and with consideration for the effect of their actions on others. Being part of a social ar-
rangement and of an organisational mechanism with certain tasks and roles, means that they 
should deliver this responsibility in practice. (Line 22: if it remains only in words, then it is not 
direction [in which to proceed]). The participant’s stance (line 26: With that, meritocracy and 
production of knowledge. Development of people helps in the harmonious functioning of the com-
pany) shows that he understands his positioning as a responsible social actor, who is willing to 
take the initiative for change, and accept responsibilities and consequences of action. 
Subjectivity 
Since this stage of analysis is rather speculative (Willig 2001), it was approached from the per-
spective of what can be felt and thought from the participant responses in relation to the construc-
tions of meaning in the interview extract.  
The emotional state of the participant might support his positioning as a responsible social actor 
considering that the participant was feeling neutral (P/N =1, 02). His high mean-rank score in the 
positive emotion of Assurance (185, 25), might demonstrate that he was confident about the ex-
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change constructions he developed, and that he understood responsibility. At the same time, his 
high mean score in the negative emotion of Hostility (121,72) denotes an unpleasant psychologi-
cal reality,  anticipating either a need for researching further the ideal relationship with the organi-
sation, or the need to set things to rights for him, waiting for something to be done by an external 
agent (the organisation or his supervisor). Considering that hostility felt varied statistically sig-
nificantly during the period of the measurements (p=0,003), this might further support the posi-
tioning of the participant as a responsible person who values responsibility and justice, and who 
consequently continually tests his subjective experiences, searching for the ideal relationship with 
the organisation.   
Coping responses to change and learning 
In view of the above, it can be argued that the individual’s coping capacity towards the develop-
ment of meaning and change was not affected by knowledge limitations, or feelings of insecurity, 
but seemed strongly affected by the psychological qualities of the relationship with the organisa-
tion. Consequently, this relationship resulted in participants’ constructions on mutually beneficial 
economic exchanges between self and the organisation. As a consequence, something was not 
happening as expected by the individual; and although he was not reporting incongruity between 
the primary and the existential task, it is implicitly shown that task alignment is an issue. This was 
because in his reports the participant implied an ideal social reality, which by the time it was re-
ported as ideal, was expected to differ from his apparent and perfectly consistent replies about 
what is required to be done and what he finally faces.    
Viewing the participant’s positioning and stance in the constructions and discourses developed in 
relation to his discursive construction of the change process, denotes a single loop learning capac-
ity. The participant was trying to control organisational environment and task unilaterally, making 
unproven attributions and evaluations i.e.: (line 31: do not understand what that change means, or 
they are not capable of helping in this direction, they do not have the knowledge), (line 31: To 
want to improve some things is normal for those who are interested). 
The participant was additionally advocating courses of action that discouraged inquiry. For exam-
ple: (line11: The same as above, and to feel recognised, and to have dignity and pride, to know 
what they have to do and how to do it, to recognise their responsibilities, line 18: money, friendly 
known environment, good climate, there are of course some who like what they do. Some are here 
‘mirroring’ what I have said [money, friendly known environment, good climate], but some have 
ambitions; these are exceptions, they like to obtain knowledge and learn, they like what they do. 
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He presented his opinions as obviously correct, making overall attributions and evaluations with 
the objective of emphasising what was bad and problematic in relation to change (line 28-31). The 
fact that the participant was not giving a positive account in relation to change, suggested that he 
did not identify with such a positive account. Therefore, while he was trying to attribute fault to 
others, at the same time he was trying to maintain face and support his identity as a responsible 
and knowledgeable employee who was interested in improving some things (line31: To want to 
improve some things is normal for those who are interested).  
Participant 1300 - Max 
Discursive Constructions 
In the extract of Max’s interview, meaning was referred to as something requiring an involvement 
of both the individual and the organisation in a relationship, which was however limited by the 
level of autonomy that the organisational hierarchy, in the form of the supervisor, can accept (line 
26). 
Meaning was linked to career path, and personal development (line23) was associated with task 
alignment (lines 6, 7, 9), linked to direction and goal orientation and extensively linked to the 
emotional climate.  
However, constructions of meaning in relation to climate were also implicit, when the participant 
addressed the topics of practices and procedures (lines 14, 29, 33, 35), and the topic of reward.  
The discursive construction of meaning reported as involving nice and friendly people, implicitly 
drew on the relation with the emotional climate, while its explicit report as something related to 
culture, social relationships, and the fitness of personalities, did show that, that was associated 
with the way things work.  
Meaning was also referred to as something requiring participation, and participation was con-
structed along with involvement; as the more widespread the participation in the organisation, the 
better would be the interest and involvement.  
Meaning was also constructed as an effect of blame or credit distribution. It was implicitly related 
to organisational climate, in constructions of how processes and practices feel to the participant 
(lines 29, 33, 35).  
Meaning was involved in decision-making and problem-solving, was associated with feelings of 
justice, was derived from satisfaction of personal goals, and referred to as something which re-
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sulted from consistency and accountability, was associated with positive reappraisal , required re-
sponsibility, as  the product of achievement and results, associated with communication qualities, 
and as something resulting from empowerment.   
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Table 18 : Constructions of Meaning per participant – Code 1300 
 
Constructions of Meaning No of References % Coverage 
1300 - Participant's 'replies' quoted from the Interview 
extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
20 45 23% 197
Achievement - Results 6 55%
( line2: visible results coming fast, that creates good 
mood in my colleagues and myself, while simultaneously 
increasing the basic size of the company, line14: 
efficiency , line16: personal efficiency and team 
efficiency, line21: and efficiency  as I said before, line29: 
To seek for more efficiency)
0,5 11
Communication 5 45%
(line14: transparency in communication, line19: …to 
have quality in communication, line29: …to work in the 
information flow, line 31 work in balancing formal and 
informal communication…, line 35: multiply informal 
contacts and build personal networks...)
0 11
Emotional Climate related 
components 4 25%
 (line2: that creates good mood in my colleagues and 
myself, line 4: fun, line 19: fun, nice atmosphere – 
climate that creates a good working environment and 
positive attitudes, line 21 and (line 27: Quality of people, 
for example nice presence helps in the environment, the 
quality of the human resources (people) gives meaning 
,..)
2 16
Empowerment 3 50%
(line 12:  Support in general, coaching, clear instructions, 
continuous challenge, and motivation to exceed my 
potential, line 23:space to advance and enrich their 
responsibilities, variety in job content, line31: 
empowerment).
0 6
Reappraisal (Positive) 3 33% (line12: coaching, line16: timely feedback line33: And appraisal development) 1 9
Structure, processes, rules, 
regulations, procedures 3 30%
(line29: To seek for more efficiency, to avoid replication, 
to avoid multiplication, to streamline hierarchy levels, 
for example.., to work in the information flow), (line 33: 
Basically I see all these as a part of efficiency,  and I 
could say that some processes should become more 
standardised., (line 35: ..in order to facilitate day-to-day 
business issues, design and propose process 
improvements with specific focus in benefits to the 
stakeholders..)
1,5 10
Involvement 2 33% (Line 4 and line 14) 0,5 6
Responsibility 2 29% (line19) 0,5 7
Consistency 2 29%
(line21: Consistency between colleagues, and top 
management; (…) something between consistency and 
accountability )
0,5 7
Social relationships 2 22% 1 9
Participation 2 20%
(Line 4: the participation of people in results, the 
satisfaction of the team – of every team- the personal 
satisfaction of everyone), (line 14: Fun, cross-functional 
work)
1 10
Alignment of task 
(existential=normative primary) 2 17%
Line 6: I was expecting something else [laughing], 
lines7and 9. 2 12
Feelings of Justice 2 17% (line14: transparency in communication, line 16: honesty) 1,5 12
Personal goals 1 20% line 4 1 5
Problem solving - Decision 
making 1 17% (line31: improve decision-making process) 1 6
Cohesiveness - Essence 1 17% 1 6
Blame and Credit (climate) 1 14% (line19: Accountability, to value the effort of the guidelines given) 1 7
Directions - Goal orientation 1 7% (line 12: Support in general, coaching, clear instructions) 2,0 15
Career path - Personal 
Development 1 7%
(line23: Should I have in my mind specific persons? [ 
Beckoning yes] , yes, so career expectations, to see that 
they have space to advance and enrich their 
responsibilities)
1,5 15
Leadership 1 6%
(line 26: Simultaneously the organisation and individual. 
The organisation is reflected in every supervisor and each 
one has a marginal manoeuvre in order to have personal 
meaning).
2 17
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Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
Discourses 
In this interview extract, meaning was essentially constructed in seven ways. First, meaning was 
constructed as a social arrangement, which built on participation, involvement and satisfaction of 
the team, on transparent communication, and on the need to alter culture - the way things are done 
in relation to people quality and fit in the organisation (line4, line14, line27, line7). The relation-
ship of the participant with his colleagues and the organisation was not recognised as a mutually 
beneficial social arrangement, but rather as a way of moving towards the participant’s goals 
(line35: Multiply informal contacts and build personal networks, in order to facilitate day-to-day 
business issues). This arrangement might therefore equate to an economic discourse. 
The second discourse constructed is an intellectual discourse. The participant was referring exten-
sively to efficiency, processes, and practices, in an attempt to establish authenticity and knowl-
edge expertise (line29: To seek for more efficiency, to avoid replication, to avoid multiplication, 
to streamline hierarchy levels (for example field sales force), to work in the information flow, 
line31: Basically work on balancing formal and informal communication, empowerment, improve 
decision making process, simplify things, line33: Basically I see all these as a part of efficiency, 
as I said, and I could say that some processes should become [..]. The extensive construction on 
the intellectual discourse was continued in the participant’s commentary about the change proc-
ess: (line40: If there were a better way…, I would try a bigger crisis, which would address a big 
change, like: unfreeze something, analysis, freeze again. I would have done more conferences, I 
would have invested more in communicating of this attempt, I would have tried to make it an um-
brella concept for the company.; more intense, frequent and powerful with variety).    
The participant’s specific and consistent subjective belief in a certain solutions methodology, 
might indicate that he was either a politically conscious language user, or was involved in a ro-
mantic discourse, where the methodology is the way to achieve the ultimate destination of chang-
ing things.    
The third discourse was psychological; here the construction of meaning resonated with emotional 
climate (support, coaching and motivation). However, it also had implicit relevance to a wider 
economic discourse, as it involved the participant and his supervisor or the organisation 
(line26:‘organisation is reflected to the supervisor) - in a mutually beneficial arrangement. 
(line12: Support in general, coaching, clear instructions, continuous challenge, and motivation to 
exceed my potential). The participant’s belief that there is a reflection of the organisation in every 
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supervisor, and that one has a marginal manoeuvre in order to have personal meaning, drew di-
rectly on the fifth discourse - a power and authority discourse. 
The sixth discourse was the control of ‘reality’. The participant discussed a discrepancy between 
his primary and existential task, trying to assign less importance to this discrepancy, saying that 
there was only one issue. (Line7: I could say that there is an issue of how it has been communi-
cated to me, and what I am expected to do; especially in relation to soft issues, for example). At 
the same time identity warranting issues were also involved. (line7: for example: what is the 
weight of the position and my role in how business is directed). 
The construction of meaning for his subordinates as something related to career expectations, 
space for advancement, enriched responsibilities, variety in job content, and efficiency, was de-
signed in a way that might speak about his own role demands, in relation to his subordinates 
meaning-making. The involvement of the researcher in that stage might have affected the way the 
participant constructed ‘proper’ sayings. This construction, which seemed as his ‘own’ way to-
wards the ultimate goal of efficiency, might equate with a romantic discourse. 
The participant used procedures for controlling discourse. In all the constructions of meaning, he 
was following rituals about professional identity, expertise and intelligence, organisational appro-
priation, and political language (line21); drawing on these restrictive categories of discourse posi-
tioned the participant as attempting to control discourse, therefore limiting his capacity for par-
ticipation and communication. The participant was a conscious language user, and discursive con-
structions should therefore be considered in the light of a vague and more speculative manner. 
Action orientation 
The participant, by the extensive use of intellectual discourse, implied his interaction concerns 
about the way he would like to relate to others and the organisation. The specific constructions 
promoted the working towards a certain methodology, which comprised the participant’s coping 
abilities and psychological strengths. The participant’s use of a discursive construction of mean-
ing as a social arrangement, which was however constructed as an integral part of an intellectual 
discourse, could be seen as a way to control discourses and interaction, with the objective of 
achieving his personal goals. 
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Positionings 
The construction of meaning as social arrangement established by the intellectuality of the par-
ticipant, positions actors in the organisation in a relationship which challenged individuals’ coping 
capacities and knowledge; others were considered unable to contribute to the development of an 
appropriate climate, and unable to contribute to the development of efficiency (line21). 
Practice 
The constructions above required that the participant had acted responsibly and knowledgably in 
relation to the proposals and inferences that he was making throughout the developed discourses; 
whatever he said, if asked, should have been linked to commitment for implementation and full 
responsibility for action. Although the participant’s proposals seemed resolute and confident, they 
were presented with enough abstraction to support a rather distant position in relation to practice. 
The participant built on an intellectual discourse, promoting knowledge and consulting, about 
what had to be done, but did not personally commit to the change results – as for this change, it 
was others’ fault (line44:  It has to do with how much the critical mass has been impregnated with 
what I was saying before. When the critical mass is in such a climate it is more difficult to 
change; if there are some throughout the organisation who believe in change they might possibly 
help. But I feel that most are not in a good climate).  
The only connection of the participant to action linked him to the possibility to satisfy personal 
goals. (line35: Multiply informal contacts and build personal networks, in order to facilitate day 
to day business issues, design and propose process improvements with specific focus on benefits 
to the stakeholders (this is important in order to sell it), to portray the examples, meaning to per-
sonally demonstrate). 
Subjectivity 
In view of the above, it can be argued that although the participant felt that he should have fol-
lowed organisational reality, his own ‘reality’ was different to that of the organisation. The par-
ticipant tried to take things under control, by stressing the need for efficiency based on knowl-
edge, and by focusing on his intellectual coping capacity; in the uncertain situation of the organi-
sation, this was evident through the interview extract. The participant was identified with a rather 
negative P/N ratio (0, 84). 
Social role and job task were seen as commitments of importance to the participant. An eventual 
loss of any commitment, implied lack of control, and was a goal incongruent event (for him) that 
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produced sadness (Mean Rank =103, 30) and guilt (Mean Rank = 126, 50) with a significant vari-
ance (p= 0,017). In feelings of sadness, no one is responsible for the goal incongruence; when 
sadness is experienced, the person feels that there is no way to restore the loss (line 44:When the 
mass is in that climate I said, it is more difficult to change; if there are some throughout the or-
ganisation .., line 21: I think that everyone wants that, but everyone blames the others for not hav-
ing that). 
‘Sadness action impulse’ is inaction or withdrawal from involvement in the world. In this case, 
sadness experienced versus the discourses constructed demonstrates that the participant seemed 
rather unwilling to take action, before clarifying social role and job status. The discourses con-
structed, and the participant’s position within them, support this argument and constitute the fact 
that for the participant goal relevance was not content specific, as the main commitment of impor-
tance seemed to be, his organisational -social role. This signifies that the negative emotion of sad-
ness was felt as the result of this commitment of importance to the individual. This might have 
resulted in guilt since the participant was not willing or able to restore the relationship with the 
organisation.  
Coping responses to change and learning 
The participant had a moderate mean rank score in self-assurance (125, 87), something that dem-
onstrated the attribution of accountability and responsibility for meaning development, to the in-
dividual (line 26: The organisation and individual simultaneously). At the same time, the joviality 
score (173, 43), showed a similar attribution of accountability to self, and the direction of credit to 
self, as the participant felt in control of the situation. There was also a content-specific construc-
tion of accountability in blaming others for not being willing to behave and work efficiently, al-
though they could have done differently, which influenced hostility, the negative emotion which 
the participant scored (103, 28). In this case hostility involved the participant’s ego-identity, and 
was related to the active goal content developed in the discourses in relation to the organisation’s 
practices and the way things work; this also implied goal relevance. The behaviour of others had 
affected the participant’s effort to preserve and enhance his own ego identity and social role. 
However, seeing the participant as someone who is knowledgeable of language use, the interpre-
tation is changing. He might have performed during the interview, since the constructions drawn 
in view of the high mean rank score in guilt (126, 50) he had felt, suggested that he acknowledged 
the problem that the researcher should not be allowed to identify his lost connection with the or-
ganisation. 
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However, there was no indication that coping was seriously affected, as the participant seemed to 
know how his relationship with the organisation could have been influenced for the better; how-
ever, the participant was sceptical about whether this relationship could have been definitively 
influenced. Therefore, although there were no clear limitations evident on the participant’s coping 
capacity, a vague expectation was evident concerning the future, which was enhanced by ques-
tioning about the participant’s social role and job task. Consequently, uncertainty in dealing with 
the change satisfactorily was shielded by developing defensive discourses and defensive relation-
ships in the organisation (line35: Multiply informal contacts and build personal networks, in or-
der to facilitate day to day …personally demonstrate). 
Overall, a diversification in appraisal was evident, which justified the various emotions felt and, 
finally, the rather moderate - neutral positivity ratio of the participant.  
It might be argued that the participant’s positioning and stance in relation to meaning inasmuch as 
in relation to the change process, denoted at first sight a positive learning capacity. He promoted 
participation in design and implementation of action, asking for internal commitment of each one 
separately in the organisation. Evaluation was described as relative to clear and observable data; 
attribution and efficiency were linked to empowerment, to simplification of processes and to open 
and intense communication. However, a comprehensive treatment of the participant’s data sug-
gested that these were constructions involving his positioning, the researcher and the organisation 
in various discursive strategies.  
A closer look at the developed defensive discourses, suggests that rationality was emphasised, and 
that identity-warranting moves were employed in an attempt to protect the self from the uncertain 
organisational environment. This has reduced the participant’s learning to a single loop form. 
Participant 1200 – (Antony) 
Discursive constructions 
In the extract of Antony’s interview, meaning was referred to mainly as something which was in-
fluenced by leadership, related to climate, required participation, was associated with reward, and 
was related to fellowship.  
Meaning was additionally constructed as something influenced by the task, and  related to career 
development, as something which involved learning and knowledge transfer, and which was 
linked to cohesiveness, consistency and reappraisal being something influenced by problem solv-
ing and directions. 
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Table 19 : Constructions of Meaning per participant – Code 1200 
 
Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
 
Constructions of Meaning No of References % Coverage 1200 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
21 34 17% 197
Leadership 5 29%
(line17: To have the freedom to work comfortably 
(psychologically), see me as a fellow-worker, line26: The fish stinks 
from the head, line30: the ‘family’ should not be detached from the 
company, line:34: It’s not only me who is able to give solutions, 
line34: To participate in a team that will change things and put 
things into action), 
2 17
Emotional Climate related 
components 4 25%
(line4: so that misery doesn’t exist in the environment, line6:This, 
has consequences for all, I mean the environment, it is important not 
to have misery around,for people not to feel fear because they expect 
to be punished for  not working if they take a lunch break, line28: 
it’s only the accusations that are personal, line34: to change the 
mentality of the company, for example: you leave at seven o’clock 
in the afternoon and they tell you that it is a half-day holiday !)
2 16
Reward 3 30%
Line 24: reward (acknowledgement), line28: Nobody has properly 
rewarded anyone, [publicly acknowledge one’s performance, 
contribution],, line30: To reward, not only through the bonuses, but 
also in different ways 
1 10
Learning - Learning transfer - 
coping 2 29%
Line 13: To be possible to tell, that he solves the issues, work is 
moving, he is covered (informed); a demand that you have (is)that 
he should transfer knowledge - generally or specifically to your 
subject, line 24: ..they want to learn..
0,5 7
Fellowship 2 29%
(line2: What I am interested in is that the environment and the 
people around me move in the framework that they have mutually 
developed, line 17: see me as a fellow-worker, imperviousness 
should not exist, respect instead of fear, […] things that go beyond 
the frame of responsibilities)
0 7
Participation 2 20% Line28: the middle management level is totally amputated, they are not associates of the decisions, line2:they have mutually developed 1 10
Alignment of task 
(existential=normative primary) 2 17%
Line 2: To deal with sales […] but not now […] what I am doing 
now, line 10: . I do what I am expected to do, the same things I told 
you before. [He believes that is aligned]
2 12
Knowledge of the Job - good 
job 1 20%
Line 13: a demand that you have (is)that he should transfer 
knowledge - generally or specifically to your subject 0,5 5
Problem solving - Decision 
making 1 17% (line13) 1 6
Cohesiveness - Essence 1 17% (line34: To participate in a team that will change things and put things into action) 1 6
Appreciation for the Job Well 
done 1 17% Line 24: reward [in the sense of (acknowledgement) ] 0,5 6
Involvement 1 17% Line 28: the middle management level is totally amputated, they are not associates of the decisions 0,5 6
Blame and Credit (climate) 1 14% 1 7
Responsibility 1 14% Line 34: Development and modulation of my subordinates and collaborators. It’s not only me that is able to give solutions 0,5 7
Consistency 1 14% Line30 :To deal with people, to do what it promises [speaks about the company].  0,5 7
Recognition from peers - 
Acceptance 1 14%
Line 15: The primary thing that I want is my acceptance as a 
professional, common view (perspective), collaboration, 
understanding and help in the subject that everyone is involved.
0 7
Reappraisal (Positive) 1 11% (line24) 1 9
Social relationships 1 11% 1 9
Professional Identity - face 
saving 1 8%
Line 8: ...involvement in sales, besides theory and marketing, 
especially here where we implement plans ASAP and without 
budget
1,5 13
Directions - Goal orientation 1 7%
Line24 : They want freedom, control, guidance, stable and 
continuous guidance, they want to learn, pleasant environment, 
reward [acknowledgement]
2,0 15
Career path - Personal 
Development 1 7%
Line34: Development and modulation of my subordinates and 
collaborators 1,5 15
164 
 
Discourses 
The construction of meaning in relation to how organisational practices feel, in relation to how 
things are done and in relation to emotions and climate, amounted to a psychological discourse 
(lines 4, 6, 17, 28 and 32).  
The construction of meaning in association with power and authority in the organisation and the 
perceived wrong leadership practices, was based on the subjectivity versus the objectivity of the 
participant, as much as on his originating experience, and drew on a control of ‘reality’ discourse 
(lines 20, 22, 24, 34).  
The construction of meaning as something which required a social arrangement between the per-
son and the supervisor, in this case leadership, was tantamount to an economic discourse, which 
was however related more to the individual’s concerns and less to the others in the organisation 
(lines 13, 20, 22, 37). A construction of meaning as something which required mutual perspective, 
understanding, involvement and collaboration, drew on a social discourse, in which the participant 
built on the value of acceptance, recognition, and helpful acts in the development of a shared 
meaning (lines 2, 15, 17).  
Action orientation  
The participant attributed responsibility to the leadership, for not covering important psychologi-
cal needs of the employees. The constructions of meaning as something related to participation, 
leadership, reward, fellowship, career development, cohesiveness, reappraisal, problem-solving 
and goal directions, were used by the participant in order to emphasise his sense of commitment 
and responsibility. At the same time, these constructions demonstrated a degree of dissatisfaction 
with organisational practices and decisions. The use of a control of ‘reality’ discourse suggests 
that a conflict existed and that a resistant behaviour could have been expected. However, when the 
participant said that the leadership had helped him, (although he is calling others into question [ 
other employees] see line20), he was implying the existence of a different beneficial arrangement 
and exchange between the participant and the leadership, which changed the expectations for a 
conflicting behaviour to occur, despite initially implied by the power discourse developed. 
 Positionings 
A construction of meaning as participation and social arrangements positioned the participant and 
others as highly dependent on one another and was the vehicle towards the accomplishment of the 
participant’s professional acceptance. This construction was further strengthened by associations 
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of meaning with cohesiveness and fellowship. Such relationships require bonding and personal 
investment from every member of the team. The fact that the participant was feeling that he was 
receiving different treatment from the leadership was a threat to his identity and to the meanings 
he embraced. This threat provided the goal incongruence in the appraisal, having resulted in feel-
ings of fear and guilt (mean ranks: 172, 03 and 147, 77 respectively). 
Practice 
As a result of the positioning, the participant was influenced by others of the need to behave as a 
respected co-worker in the organisation, and at the same time to comply with leadership expecta-
tions and the organisation’s practices. 
Subjectivity 
The participant felt the highest Sadness among others (mean rank: 159, 54) which indicated that a 
commitment of importance to the individual was threatened or lost. The participant believed that 
his reputation and social role were threatened, things which comprised an important commitment 
to self. The loss of this commitment implied a lack of control or helplessness and was the goal 
incongruent event that produced sadness (Lazarus, 1991b). The participant’s highly scored feeling 
of guilt (mean rank: 147, 77) indicated that the accountability and assignment of blame was inter-
nalised. However, for attributions of accountability and control, blame was also attributed partly 
to the external agent of leadership and management, and the resulting emotion was altered to fear 
(mean rank: 172, 03).  As shown earlier, the action tendency in sadness is inaction. However, wa-
vering10 of feelings for the benefit of accountability11, suggested that -in view of the negative 
emotion of fear - , avoidance and escape could also have been alternative action tendencies.  
Attentiveness (mean rank: 49, 58) had the second lowest score among the other participants, but 
this might has been the result of emotion-focused coping, which had the objective of altering what 
was in the mind, to better adjust  the person- environment relationship. A possible result of atten-
tiveness could be avoidance. 
The participant’s reaction to change is constructed with defensive argumentation. The participant 
draws on the factors which help to defend against change, basically building on the absence of 
training, on the absence of clear directions, on the lack of time for proper implementation, and on 
the way things were done in the organisation. Once again, it can be implied that accountability 
                                                 
10 Wavering is used here with the same meaning as emotion outcome regulation. 
11 Accountability is used here as the process by which one warrants identity. 
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was assigned to leadership and colleagues in the top management team (including implicitly the 
researcher). As a result, every new business was not inducing pleasure; (line28), but was seen 
with negativism.  
In this interview extract, the proposal is  to approach the discourse of change from a two dimen-
sional perspective, because a conflict in the participant’s identity is uncovered. The one perspec-
tive was implied when the participant talked as a member of the team (line37: has made us), and 
the other was implied when the participant talked as the leader of his team (line37: our people do 
not...). This was shown in the interview extract both in the relationships of the participant with his 
team, and of the participant with his supervisor (line37: we say that we are the management team, 
but we are a one-man show). Given the conflict in the participant’s identity, the constructs made 
when he was speaking for his experiences as a member of a team versus the leader, involved the 
researcher in this team. The participant wanted to identify with the researcher, and this need was 
not only implied but also explicitly expressed with relative facial and body movements asking for 
consent. 
This explained the effort that the participant made to control ‘reality’ and task unilaterally. He was 
trying to develop an identity balance, without discussing this concern openly. This was an impor-
tant deficiency in relation to effective responses towards learning, and demonstrated the partici-
pant’s rather defensive relationship with the others. Although he knew (line 48) that in order to 
change, one needs to distort ‘reality’, this distortion was fed with defences developed by the need 
to appear as a friendly fellow  and respected team member to others, and at the same time by the 
need to conform to leadership expectations and organisational practices. In this way, these de-
fences remained covered, making the participant unaware of his defensive reactions. On this the 
lowest P/N ratio among the others (P/N: 0, 63) could not help. 
Participant 1700 - Peter S 
Discursive constructions 
In the extract of Peter’s interview, meaning was referred to as something which was linked to cul-
ture -the way things work- (line7), as something derived from vision (line25), acceptance by 
peers, recognition and reputation, as something which involved personal development and career 
path. Meaning was also constructed as something deriving from leadership, which required clear 
roles (line12), structure and rules ( line30), which derived from task alignment(line25), and which 
required positive climate.  
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Meaning in this extract was extensively associated with professional identity and face-saving con-
cerns (lines 7, 12, 25, 32 and 34). In view of the former association with identity and ‘face’, links 
of the discursive object with feelings of justice, acceptance of self from peers and organisation, 
inasmuch as appreciation for the job well done, are issues which were implicit, but strongly evi-
dent (lines 12,27,28,30,32,33,36,38,43,44,48,55,and 57). Meaning was referred to as something 
which was derived from cohesiveness, from positive reappraisal, by extension from social rela-
tionships, and from fellowship.  
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Table 20 : Constructions of Meaning per participant – Code 1700 
 
Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
 
Constructions of Meaning No of References % Coverage 1700 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
18 39 21% 189
Social relationships 4 44%
Line 12: the response, mutual respect, right judgements, line 
14: mutual understanding, line 14: see the needs of other 
departments, line 16: ..whatever I am asking I should also give 
to my subordinates
1 9
Recognition from peers - 
Acceptance 3 43%
Line25: to get the respect from the rest of the team, is 
important. It is different to say that, being from outside, but 
carrying the specific role you can understand, line32: Everyone 
knows and does not know who I am!, line38: We have an issue 
with the other departments, how to show my work.
0 7
Fellowship 3 43%
Line 12: being together in bad and good things, line 14: to 
respect the job of others, and not annihilate the job of other, this 
is not a good fellowship and 32 : ..I was protecting him and the 
team..they have never shielded me.
0 7
Reappraisal (Positive) 3 33%
Line 12: the response, mutual respect, right judgements, ..job 
description, mutual support.. Being together in bad and good 
things, Line 27: to teach me, an evaluation should take place .. 
With clarity that would say: you have these advantages and 
these dissadvantages, in order for you to improve you should 
do..., Line 32 : .. I have not done this conversation with my 
supervisor, or with his supervisor, why?
1 9
Feelings of Justice 3 25%
(Line 12: the response, mutual respect, right judgements, line 
12: to know what I am saying goes through the management as 
mine…, line 32: everyone knows …)
1,5 12
Professional Identity - face 
saving 3 23%
(lines7 -12), (line 25: but carrying the specific role you can 
understand), and lines 32-34. 1,5 13
Leadership 3 18% (line5, line 30 and line54:everything starts from the top: it is responsible for making this culture work) 2 17
Appreciation for the Job Well 
done 2 33% Lines 27 and 32 0,5 6
Structure, processes, rules, 
regulations, procedures 2 20%
Line 25: so I mean myself I am not covered by the job , line 30: 
HR function; that plays very important role in the company...the 
roles and the organisational laws,  
1,5 10
Alignment of task 
(existential=normative primary) 2 17%
line 25: ..So I mean if myself I am not covered by the job I have 
and the work I do then it is my fault, and the company's also.. 2 12
Directions - Goal orientation 2 13% lines 2 and 3: …to have tangible realistic targets [the subject implies target setting and direction] 2,0 15
Career path - Personal 
Development 2 13%
(line7: Something very important that the company has not 
developed is training. We had it in the past; it was the objective 
of 20% of people in every team to be ready for a promotion, 
line28: Clear career path, line23: I also have people who want 
prospects, have ambitions and want to develop fast).
1,5 15
Emotional Climate related 
components 2 13%
(Line2: To wake up in the morning in high spirits, not saying ‘I 
m going there again’..,to have tangible-realistic targets, 
line3:To have relative [to targets] appropriate reward, 
prospects, and motives).
2 16
Roles - Job Description 1 17% Line 12: …clear roles and very important: job description 0,5 6
Blame and Credit (climate) 1 14%
line 54: everything starts from the head; is responsible to make 
this culture pass through, not to search for victims [these are the 
ones responsible]
1 7
Learning - Learning transfer - 
coping 1 14%
Line 36: I think I am doing that [contribute for meaning 
creation for everyone in the company]; I might have to improve 
my communication with other departments, for example I am 
getting nervous with you sometimes, but now there is nothing 
that I have to share so I should not be getting nervous. 
0,5 7
Reward 1 10% line 3: appropriate reward, prospects and motives 1 10
Achievement - Results 1 9% line 25: the results, to reach the targets, to get the respect from the rest of the team.. 0,5 11
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Discourses 
In this interview extract, meaning was constructed in at least ten ways. The first construction 
seemed to be a social discourse, which was a branch of a psychological discourse, one of the two 
most evident discourses in the extract. The other was an economic discourse. The construction of 
meaning as a social topic built on the need of the participant for acceptance and recognition by the 
organisation. (Line14: to see the needs of the other departments, it is not important only to sell!. 
To respect the job of the others, and not annihilate the job of the other, this is not good-
fellowship, line25: to get the respect of the rest of the team, is important, it is different to say that, 
being from outside but carrying the specific role you can understand,). Meaning  developed in 
view of the individual’s need to develop fellowships and alliances that could have supported him 
when necessary,  and possibly covered  the participant’s needs for tolerance, a topic that has been 
also commented on in a previous interview extract in relation to the change process. (See: ‘Max’ 
interview, line47: an element of the culture of the organisation (the tolerance), the human face 
with its bad interpretation, also contributes). 
Similarly, the economic discourse was developed by beneficial social arrangements and the ex-
pectations of the individual from the organisation, which has however covered his intense psycho-
logical concerns:  
(line3: To have an appropriate reward relative [to targets], prospects, and motives, line12: The 
response, mutual respect, right judgements, clear roles, and very important: job description, mu-
tual support not with the meaning of covering up your colleagues, but being together in bad and 
in good things. Line23: In the team I have -and it was the same  in my previous team- I had people 
who besides prospects were saying that this is the job I do, up to this point I am doing it very well, 
I do not know if I shall go higher and develop further. But I also have people who want prospects, 
have ambitions and want to develop fast.Line27: To teach me (…) that (…) an evaluation should 
be clear, saying: you have these advantages and these disadvantages, in order to improve you 
should do 1-2-3 things, if you want to reach that target. Line28: Clear career path, after an 
evaluation which is not figurative and is not done only for saying that there is an evaluation; and 
not to say that you got 6 out of 7, so you do well, and tomorrow say you do not fit in the organisa-
tion!) 
The participant wanted to work in a rather controlled environment (line2: to have tangible –
realistic targets) which provides security and justice, which provides recognition for his job and 
experience, inasmuch as it provides cohesiveness and acceptance from peers.  
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The psychological discourse developed was based on the need to prove skills, abilities, manage-
rial capacity and character integrity. (line38: how to show my work, line36: but now there is noth-
ing that I have to share, so I should not be getting nervous, line48:a part might not have been 
done properly, but another, line 44: : no one knows everything nowadays, and  line36: I might 
have to improve my communication with other departments). It was further based on the need to 
prove that he cared for people development and their career path (line7), but everything was con-
structed in relation to self-anxieties and perceived well-being:  
(line7: I do not feel that I am endangered by my subordinates, on the contrary, they should have 
prospects to develop), (line12: To know that what I am saying gets through to the top manage-
ment as mine [ideas, proposals] and that they are not changed, to feel that he [his supervisor] 
feels secure and certain, and to think and propose him things for my team). (line27: To teach me 
[…] that […] an evaluation should take place with clarity, that would say: you have these advan-
tages and these disadvantages, in order to improve you should do 1-2-3 things, if you want to 
reach that target).  (Line34: you put everyone in the team and your supervisor in risk, in danger; 
and at the end, the result was like I had said). line37: (…) Training, to develop my people is a 
kind of self-evaluation for me; since I do it every year. I build a team; we used to have a very 
good team, line54: Everything starts from the top; it is responsible for making this culture work, 
not to search for victims (these are the ones who are responsible), (...) proper evaluations of peo-
ple you’ve got, with respect). 
The fourth discourse referenced was an intellectual discourse which, although rather explicit, in-
tegrated some key psychological emotional influences of the participant’s experience. Subse-
quently, references in experience were used to support, apart from the intellectuality and knowl-
edge of the participant, a wider psychological discourse built on feelings of justice, recognition 
and acceptance by leadership, which developed a participant’s admission that he wanted accep-
tance. : 
Line32: But this was due to my experience, he could not understand that I was protecting him and 
the team since what I was saying was guided by my experience and not by something else. ( 
line33: when you have reason to believe that what he says is not right, is the worst thing you 
might do; you put everyone in the team and your supervisor at risk ,in danger; and at the end, the 
result was like I had said, line38: because [..]what  I was saying something my supervisor, and he 
was presenting that as his own! What could I say? That this was my idea? I simply lost my confi-
dence in him). 
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The participant also reported a defensive future stance: (line43: This moment, if we make specific 
steps and consistent […] it will be enough to change. We need theory for what to do specifically 
and responsibly, implementation, what I do right and what I do wrong, line54: not to search for 
victims (these are the ones who are responsible), [...] proper evaluations of people you’ve got, 
with respect).  
The later was supported by a power and authority discourse, which although implicit throughout 
the whole interview extract, was explicitly shown in the following quote: (line32: My supervisor 
was not communicating anything from me upwards. He was afraid that I wanted his position. He 
thought that I was sabotaging work, since I was the only one with contradictory views in the 
team). 
It seemed unlikely that the participant was feeling in control of ‘reality’; however, he was negoti-
ating ‘reality’ in presenting a conflict of personal values versus organisational, by the develop-
ment  of a sharp contrast between emotions and rationality: (line2: To wake up in the morning in 
high spirits, not saying ‘I m going there again’, to have tangible- realistic targets. I am after a 
target and I am getting passionate about that, if it is not something that you feel passion for then 
[…]. 
Meaning equated to performance and improvement, as the result of being accepted and approved. 
The way towards this goal was revealed through a romantic discourse, where success was associ-
ated with an unconditional acceptance of the participant’s authority and the establishment of a 
praiseworthy relationship with the organisation: (line32: Everyone knows and does not know who 
I am! For example, I have not had this conversation with my supervisor or with his supervisor. 
Why? 36: I think I am doing that, line38: We have an issue with the other departments, how to 
show my work). 
The participant’s subjectivity versus objectivity, led to a political discourse, where ‘reality’ was 
negotiated based on the participant’s originating experience:  
(line12: To know that what I am saying gets through to the top management as mine (ideas, pro-
posals) and that they are not changed, line34: If you listen to someone in your team and you do 
not contradict him when you have reason to believe that what he says is not right, is the worst 
thing you might do; you put everyone in the team and your supervisor at risk ,in danger; and at 
the end, the result was like I had said, line38: I was saying something to my supervisor and he 
was presenting that as his own! What could I say? that this was my idea?). 
172 
 
The last construction of meaning as something associated with keeping identity secured, drew on 
warranting identity discourse, which in this interview extract, was build on training and evalua-
tion, a rather constructed strength of the individual. Training and evaluation were used in this con-
struction in a bipolar way. The existence of training and evaluation was used as an important 
value and knowledge topic which the participant possessed, and the absence of training and 
evaluation was used as a defence that did not allow the individual to improve:  
(Line7: We had it in the past; it was the objective of 20% of people in every team to be ready for a 
promotion, line37: (…) Training, to develop my people is a kind of self-evaluation for me; since I 
came, I do it every year. I build a team; we used to have a very good team, line 27: To teach me 
(…) that (…) an evaluation should be clear saying: you have these advantages and these disad-
vantages, in order to improve, you should do 1-2-3 things, if you want to reach that target). 
Action orientation 
Most of the text that constructs meaning within psychological, intellectual and economic dis-
courses was produced in response to the questions involving the role and the stance of the organi-
sation. Within these discourses of the interview extract, the participant seemed to mainly care 
about the preserving of his professional identity. Psychological discourses developed had the 
function of creating sympathy for the participant, and promoted an evaluation from another per-
spective. Economic and intellectual discourses served the function of redefining the relationship 
with the organisation, according to the participant’s definitions of justice, recognition and accep-
tance. The intense discourse about psychological and social arrangements assigned responsibility 
for non-acceptance, to the leadership and the company, while at the same time tried to present a 
professional identity which was serving the participant’s identity-saving interaction concerns. 
Constructions were about the way that evaluation, recognition and perceived acceptance assigned 
full responsibility to the organisation and provided constructed argumentation to cover the partici-
pant’s identity concerns.    
Positionings 
The participant took the position of an active player in the organisation, who was capable, but un-
fairly dealt with, who had the qualifications and the performance required, but was not treated on 
the basis of clear standards by leadership, and who deserved good fellowship in the organisational 
society, but felt discredited by others. 
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Practice 
The participant feels frustrated by the fact that he has not received  a consistent and careful per-
formance evaluation from the organisation which could be the groundwork to recapture job rec-
ognition. The participant’s status in the organisation, and trying to regain respect, showed a one-
dimensional focus upon the self and its interests. The participant was dissatisfied and not truly lis-
tening; he was waiting for unconditional recognition. The resulting defensive discourses sug-
gested that the participant could agreed to follow advice for improvement provided by leadership 
in the organisation, but that his agreement would be given only for the sake of the agreement, and 
not for the advice contained. 
Subjectivity 
In this interview extract, goal relevance indicated that the personal goal engaged involved the par-
ticipant’s identity and was about social acceptance and recognition. As the situation was consid-
ered as threatening by the individual, and ego identity - the active goal content- was at stake, the 
resulting emotion was expected to be negative. Statistics results showed that the negative emotion 
of hostility (being influenced by an ego-identity at stake) was an evident one, manifested itself 
most strongly, being rather a significant result (p:0,040), and having the third highest ranking 
compared to that of the other participants (mean rank: 104, 38). Although the participant scored 
the third highest in positive affect and joviality in particular (mean ranks: 228, 57 and 188, 98 re-
spectively), these are reported as non-significant results (p: 0,469 and 0,457 respectively). There-
fore, they might represent replies given on purpose. Self-assurance, on the other hand indicated 
that apart from the content-specific goal relevance of identity, the participant’s concern for other 
commitments of importance was evident. The discourses developed suggested that these impor-
tant commitments were the participant’s social role, job and organisational reputation.   
Coping responses to change and learning 
The participant assigned blame for the incongruence concerning his identity to the organisation; 
leadership and organisation were held accountable for the situation, and as having full control and 
the power to maintain or to change this situation. The perceived attack on the participant’s ego 
identity led to the development of the negative emotion of hostility.  
As a result, the participant lost important commitments such as those related to his social role and 
reputation. Eventually he felt that he lacked control, and was powerless to change this situation, 
something that created sadness. He believed that there was no way to restore that loss. Although 
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there seemed to be no blame in his sadness, it might be said that for the sake of attributions of ac-
countability and control, from time to time the participant located blame in leadership or the or-
ganisation. The emotion therefore turned to hostility and when the participant internalised blame, 
the emotion turned to guilt.  
Problem-focused coping has been strongly affected by the fact that the person was not able to in-
fluence his relationship with the organisation in the required way. Future expectations were built 
with the same identity concerns in mind, and did not foresee a better capacity for coping or a fa-
vourable outcome for the person. 
Coping was also altered by the participant experiences of strong emotions of joviality, self-
assurance and attentiveness (mean rank: 92, 03), which drew on the cognitive coping of the indi-
vidual. Attention deployment might have the objective of avoiding everything related to the an-
noying situation that harmed ego-identity, and of developing defences which kept the individual 
unaware of the situation and of his defensive reactions. Assurance and joviality might be the result 
of distancing the individual from the harmful relationship, or the result of a different construction, 
appraisal and meaning, of the problematic relationship of the participant with the organisation. 
It might be argued that the participant’s positioning and stance in relation to meaning inasmuch as 
in relation to the change process denoted a strategy of protecting the self and others. This was 
supported by constructs of unproven attributions and evaluations of performance and an overall 
attitude of treating his views as eventually correct. The participant constructed a defensive stance 
in relation to change, which increased the likelihood for single loop learning capacity: 
(line43),(line48 in view of line47),(line54),(line57: We do not all fit  into the philosophy of the 
company; much less when there is an issue in the culture. Some are adapted, some not; the com-
pany should accept you (the company with the sense of people); we are a difficult company). 
Participant 2700 - Tom  
Discursive constructions 
In the extract of Tom’s interview, meaning was referred to mainly as something linked to partici-
pation, goal orientation, empowerment, career path and personal development.  Participation was 
constructed in relation to involvement and as something which required a positive climate. Con-
structions of meaning as something derived from career path and personal development drew on 
both professional and personal advancement.  
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Meaning was referred to as something which required open and proper communication, a clear 
primary task and directions, as resulting from problem-solving and decision-making, as being as-
sociated with culture and climate, as being related to leadership, and associated with positive emo-
tions. 
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Table 21 : Constructions of Meaning per participant – Code 2700 
 
Source: NVIVO -7, Constructions of Meaning per participant/ Analysis of the Interview extracts  
 
Constructions of Meaning No of References % Coverage 2700 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
18 33 20% 165
Empowerment 3 50%
Line 10: I should develop and support with my department an 
infrastructure of systems and sales administrative support,i.e. 
productivity solutions .., line 13:developing and creating a basis 
[infrastructure] on which we should step on and continue to do 
our job is a way that might create meaning to me, line 23: ..give 
the whole picture of what they are supposed to do..to make 
them feel important..
0 6
Participation 3 30%
Line 7: engage in more refined projects, to have open 
communications, good team spirit, in the working environment, 
common culture, processes that would support team spirit and 
teamwork, Line 17: to have the whole picture of the things I am 
about to implement, line 23:I am also trying to give them 
always the whole picture of what they are supposed to do and 
why they have to do it, in order to make them feel important for 
what they do, for what they are contributing.
1 10
Professional Identity - face 
saving 3 23% Implied in lines 4, 23 and 42 1,5 13
Directions - Goal orientation 3 20%
Line 17: To have the whole picture for the things I am about to 
implement, line 23: . I am also trying to give them always the 
whole picture of what they are supposed to do and why they 
have to do it, line 39: The basic step should be to have very 
clear the where you want to go!
2,0 15
Career path - Personal 
Development 3 20%
Line 4: the job as such, the working environment ,the 
prospect[potential] for progress, line 23: to be able to personally 
contribute to their personal as well as professional 
advancement, ... I feel satisfied when they are progressing in 
personal level also, line33: To feel that there is a perspective for 
personal growth. Their performance is linked to the ability to 
progress further in the organisation.
1,5 15
Appreciation for the Job Well 
done 2 33%
Line 23: ..in order to make them feel important for what they 
do, for what they are contributing, line 33: To feel that there is a 
perspective for personal growth.
0,5 6
Involvement 2 33% Line 17 and line 23, [constructed the same as participation] 0,5 6
Blame and Credit (climate) 2 29%
Line 27: To be always ok with deadlines and not be exposed to 
others (departments, other supervisors) in the organization, line 
30: Their primary objective is to have things (priorities and 
tasks) done
1 7
Communication 2 18% Line 7: ..to have open communications.., line 20: to be able to communicate properly.. 0 11
Alignment of task 
(existential=normative primary) 2 17%
Line 36: You cannot make a personification.  It is a matter of 
substructures in view of the primary task = what we have to 
do?= On top of that …, line 39: the change of culture should be 
done … very clear the where you want to go!
2 12
Interest 1 25% Line 4: A job that could make me happy is the interesting one. 0,5 4
Personal goals 1 20% Line 30: ..to have [their] things (priorities and tasks) done 1 5
Problem solving - Decision 
making 1 17%
Line 20: to have things we decide moving and not getting 
stucked 1 6
Cohesiveness - Essence 1 17% Line 23: ..in order to make them feel important for what they do, for what they are contributing 1 6
Roles - Job Description 1 17% Line 39: The basic step should be to have very clear the where you want to go. 0,5 6
Structure, processes, rules, 
regulations, procedures 1 10%
Line 7: engage in more refined projects, to have open 
communications, good team spirit, in the working environment, 
common culture, processes that would support team spirit and 
teamwork
1,5 10
Reward 1 10% Line 33:  Their performance is linked with the ability to progress further in the organization. 1 10
Leadership 1 6%
Line 36: You cannot make a personification.  It is a matter of 
substructures in view of the primary task = what we have to 
do?= On top of that the new commercial director has much 
more demands in the mentality 'part' and the way of working
2 17
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Discourses 
The main discourse constructed was a conflict of existential with primary task discourse, which 
deals with the clarity of the task and the alignment of the individual with what he was required to 
do in the organisation (line13: Developing and making reports. = However, it is not very clearly 
defined what exactly I am supposed to do. By developing and creating a basis (infrastructure) on 
which we should step, and continue to do our job, is a way that might create meaning to me, 
line36: It is a matter of substructures in view of the primary task = what we have to do?=, line39: 
The basic step should be to be very clear about  where you want to go!). 
The second discourse was the control of ‘reality’ discourse, under which the participant seems 
certain about his own version of ‘reality’ concerning his subordinates, which demonstrated his 
assurance and internal commitment; but he was also expressing his agony about the missing direc-
tions from the organisation. (line23: To be able to personally contribute to their personal [… ]For 
what they do, for what they are contributing, line42: I feel that I could, but I don’t know how!). 
Economic discourse was developed on beneficial social arrangements which drew on self-
psychological-fulfilling factors of efficient communication, problem-solving, and quality of task, 
involvement and participation: (line7: to have open communications, good team spirit, in the 
working environment, common culture, processes that would support team spirit and teamwork). 
Goal congruence was constructed as an important concern, which prescribed the appraisal of the 
encounter as beneficial for the participant and it was implicitly constructed as influenced by lead-
ership. (line23:I am also always trying to give them the whole picture of what they are supposed 
to do and why they have to do it, line13: However, it is not very clearly defined what exactly I am 
supposed to do, line17: To have the whole picture for the things I am about to implement).  
Action orientation 
The use of economic discourse, with extensions in psychological factors affecting personal goal 
congruence, allowed the participant to implicitly express his beliefs in the importance of the exis-
tence of values such as free and informed choice of the employees in relation to the organisational 
requests, and exchange of open and valid information: (line20: to communicate properly). Ex-
pressing the same concerns, the participant built on the importance of participation in design and 
implementation of action, which was the way towards the accomplishment of internal commit-
ment.   
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Positionings 
The construction of meaning on beneficial social arrangements positioned the participant as 
highly dependent on his subordinates and others, since it was through participation and involve-
ment, free choice and open communication, that accomplishment of goals and consequently 
meaning was obtained. 
Practice 
The former positioning required the participant to act with internal commitment and with consid-
eration for the consequences of his actions for the psychology of the subordinates. That brought 
the participant to focus upon other interests and goals acquiring responsibility for their develop-
ment and satisfaction, obliging him in a way to give the paradigm and to personally demonstrate 
the required behaviour.  
Subjectivity 
The participant expressed goal incongruence; it was not very clear what he had to do. But he was 
not assigning accountability for this incongruence to the organisation or the leader. The small 
amount of hostility felt was muted, because the participant felt that leadership could not do other-
wise at the moment (line36:On top of that, the new commercial director has many more demands 
in the mentality 'part' and the way of working).  Subsequently, in view of a beneficial appraisal of 
the environment and a positive future expectation, the participant was compromised with the task 
he was required to do, and he was trying to bring it into line with what he believed he had to do.  
Coping responses to change and learning 
However, the participant remained attentive, since he was uncertain about the final future out-
come, although his coping was expected to be effective.  
The constructions in relation to the change process indicated that the participant was taking a 
rather positive learning stance. He disapproved of the defensive reasoning of the people who dis-
regard the old by very definition, and who advocate courses of action which discourage inquiry: 
(line49: I feel that an invisible battle between old and new exists. There are people in posts who 
cannot think something new=and at the same time, are trying to disregard the old [without con-
sidering whether or not it has anything to offer]).The participant believed that defensive relation-
ships have been maintained, built on assurance and security. Consequently, people who were not 
open-minded, were not able to follow change, as they were protected by the security of the de-
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fences they have built themselves.  The participant argued that this can be solved with open, con-
sistent communication, and with training, which should promote extroversion (line64) and influ-
ence freedom of choice and voice. 
CONCLUSION 
In this chapter, I hope that I have used informative tabulations and tables, deviant case analysis 
and a comprehensive data treatment as much as analytic induction, in being able, according to 
Silverman (2001), to claim a sort of validity for the results. However, cases are not sample units 
and one cannot easily generalise. Multiple cases might however look like multiple experiments 
(Yin 1993). Therefore, drawing on a theoretical sample, and “combining qualitative research with 
quantitative measures of populations” (Silverman 2001, p249), the generalisation of results could 
be possible. 
It has however been the intention, not to claim that ideas can be cast in stone, as facts and things. 
This is because our understanding is socially constructed. 
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Chapter 7 – CONCLUSIONS AND IMPLICATIONS 
From all the NVIVO-coded constructions and discourses drawn from the interview extracts (Ap-
pendix 19), the conclusion is that individuals express their relational meaning -for any encounter- 
based on their relationship with the organisation, and on the leverage this relationship has for their 
well-being. Subjects have been negotiating meaning for everything related to the job in relation to 
one’s well-being and the ‘reality’ of the environment; different ego identity and self-involvement 
were engaged in the encounters that each interviewee had in mind when speaking about organisa-
tional experiences. It might be said that people’s ego identity contributed to the appraisal process 
of the encounters reported. 
For the subjects, the discursive object of positive emotions was presented as highly dependent on 
the quality and continuity of the interpersonal relationships of the subject with others within the 
organisation. The criteria that formed this relationship were constructed in relation to individual 
relational meaning, derived from the interaction of the individual with the organisational envi-
ronment. Consequently, discourses were identified in connection to the above, showing different 
constructions of the discursive object, which were also unique to each individual who was im-
mersed in the recalled experience.   
Table 8 depicted the participants’ constructions for meaning. It may be argued that these construc-
tions support the first and second ‘hypotheses’, since they regard components of self-
determination, competence, relatedness, achievement, intimacy and affiliation (Reeve 2001).  
Emerging constructions 
In the interview extracts, meaning is constructed in a variety of ways. As was shown, the con-
structions most often referenced are those linked to a psychological discourse, and those  related 
to mutually beneficial social arrangements and exchange, drawing on a wider economic discourse.  
The main constructions of meaning in the interview extracts identify meaning as associated with 
the following: leadership, career path and personal development, professional identity, emotional 
climate, directions and goal orientation, feelings of justice, task alignment, communication, pro-
fessional identity, achievement, participation, positive reappraisal, personal goals, cohesiveness 
and essence, consistency of talk and action, reward, recognition from peers, problem-solving, 
blame and credit, clear roles, responsibility, learning, knowledge of the job, interest, appreciation, 
social relationships, culture, structure and processes. 
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It is worth noticing that meaning is highly associated by the majority of respondents (for seven out 
of eight) with four constructions, related to leadership, career path, task alignment and directions, 
which draw on the social arrangements between the person and the organisation.  
Constructions associated with reward, professional identity, structure, problem-solving, feelings 
of justice, cohesiveness, reappraisal and participation, are constructions of meaning which draw 
mainly on  expectations about  ‘reality’ and on psychological arrangements between the person 
and the organisation.    
Meaning has been identified with so many organisational notions, that it was not possible to fit 
many of these discursive constructions into broader concepts of hierarchy. Therefore, single refer-
ences have also been developed -and have remained in the form of free nodes-, which have not 
been categorised in some broader themes.  
It is also important to clarify that participants approached the discursive constructions of meaning 
differently, when asked to express their beliefs on behalf of others. Depending on the party about 
which they were talking about, they developed discourses accordingly; they drew on discourses of 
authority, power and control, when transmitting beliefs about meaning on the part of the supervi-
sors. They drew on social exchange discourses, when expressing their own beliefs and the beliefs 
of their colleagues; and on psychological discourses, when expressing their beliefs about what 
meaning is for their subordinates. This demonstrates that people are involved in face-saving role-
playing, and that they act and behave according to the organisational-appropriate behaviours. This 
might be characterised as an umbrella discourse that remains evident throughout all the discus-
sions that took place. 
Given the situation described earlier in Chapter Five (Methodology) about participants’ relation to 
an action orientation (what was gained to construct the object in a certain way at a certain point in 
the dialogue with the researcher), the actor’s role-demands during the interviews makes the disso-
ciation of constructions in two distinct categories possible. The first category is pinpointed by 
viewing the respondent’s constructions in responses related to self; the second is identified by 
viewing responses that involve beliefs for the others. Respondents talking, about what meaning is 
for the supervisors, develop associations of meaning with accountability (Max, line: 28), consis-
tency, efficiency, mentality (Paul, line: 49), career development (PeterS, line: 11), culture, and 
corporate identity. Although leadership has been identified as a separate discursive theme with 
many references in the extracts, in the case of a single extract of (Antony, line:31), it is implicitly 
linked with the discursive object by negative shared meaning. 
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Important implicit references to culture are evident, because respondents talk in every instance in 
relation to the way things work in the organisation, which portrays culture (Brown and Brooks 
2002).  This talking portrays much more a reading of how it feels from within specific situations – 
of practical moral settings developed full of constraint and enablement for their participants in re-
lation to the background.  The same is true of implicit references to climate, which are also evi-
dent throughout the interview extracts in the constructions of meaning in association with organ-
isational practices, procedures and rewards. Organisational climate seems to be an individual’s 
perception element, as it is implicitly and explicitly evident that it is linked to the discursive con-
struction of meaning. The same is indicated as being true of feelings of justice, which are con-
structed by organisational actors as non-arbitrary statements as well as representational ones. In 
other words, whatever is right seems to be true, because these statements of justice seem to be 
grounded on strong reasons for the individuals (Bouden and Betton 1999). 
Appraisal process relational meaning implicitly and explicitly reported in the interview extracts 
and in the findings of previous work (Papantonopoulos 2004) on the association of positive emo-
tions to goal orientation, security and sense of identity, reveal that there is a mutually reinforcing 
effect between positive meaning and positive emotions in organisations, which has as its starting 
point the meaning that work has for the individual. In view of this, one might argue that in order 
for organisations to prosper in the future, there should be structures and policies which could as-
sist individuals in developing much needed resilience skills, in exchange for the anxiety that the 
nature of the job entails. People’s ability to associate positively with each other is critical not only 
to economic life, but also to virtually every other aspect of social existence. The ability to associ-
ate well includes the ability to interact emotionally. The emotional components an individual 
brings to a system can influence the system substantially (Lofy, 1998). Engagement with the or-
ganisation is constructed in the interview extracts as something which results from performance 
feedback, positive reappraisal, and social support from colleagues, association and coaching. The 
findings suggest that these attributes provide positive meaning for all the participants. For those 
who report these elements as important, a tendency to become energised, dedicated and involved, 
is also implied. For those experiencing positive emotions optimism, connection to others and a 
willingness to help is evident. Findings suggest that positive emotions are linked to engagement, 
and through their capacity for contagion, they can unite with engagement throughout the organisa-
tion. As a result, a chain of positive meaning resulting from the attributes constituting engage-
ments and from positive emotions is expected to be developed for all within the organisation, 
when positive meaning is acknowledged.         
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There are instances where the normative primary task is not clear, or is at least not communicated, 
in which participants have not developed positive meaning (the meaning work has for them), and 
consequently maintain negative responses to change.  
Conversely, individuals who demonstrated a higher positive affect responded with optimism about 
their alignment with the normative primary task and the existential task, although there are in-
stances where the primary task has not been communicated clearly. These participants constructed 
change positively and engaged in discourses which drew on their capacities for positive learning. 
There were even references that vaguely associate meaning to personal meaning. This is an im-
portant point, as it enhances the assumption that meaning which matters in organisations is the 
meaning that work has for the individual. 
Fredrickson, (2000c) and Lazarus (1991b) suggested that specific emotions convey core relational 
themes, which are actually the key appraisal of the main bad or good for the person – environment 
relationship and which carry relational meaning for the individual. 
As specific emotions carry personal meaning for the individual, they can also be categorised ac-
cording to the intensity and importance of the meaning they carry. A high meaning emotion in-
volves a high degree of relevant information about the person’s relationship with the environment 
and about the future prospects for personal welfare.  
Discourses and constructions about meaning drew upon the following: appreciation for the job 
well done, involvement, achievement, participation, positive reappraisal, effective problem-
solving, compassionate acts, cohesiveness and empowerment. Psychological discourses demon-
strated the importance of meaning drawn from personal well-being, which influences anxieties 
about securing participants’ professional identities. Identity is defended by the participants in con-
structions negotiating exchanges of personal well-being in economic, intellectual and social dis-
courses.  
Another method that participants have used to construct meaning is to pursue and attain goals, fol-
lowing what has been argued before about peaks and ‘ends’, which carry more personal meaning 
in an experience, especially when they signify successful goal completion. Therefore, there are 
instances where negative ‘meaningful’ emotions hinder future expectations and responses to 
change, while there are instances where positive ends of the past reinforce more open approaches 
towards change.  
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The subjective side of learning, namely the understanding of what is at stake and what the mean-
ing of the situation is for the individual, has important implications. Apart from those individuals 
who need competence development in order to enter the working environment, there are individu-
als within the organisation who need further qualifications and others who need re-qualification. 
In the last two cases, the difficult thing is that unlearning and readjustments have to take place si-
multaneously. This is a demanding situation, because it implies that the existing identity must be 
phased out and a new one developed (Illeris, 2003). This addresses the former arguments about 
emotions and learning rationality, and suggests that productive learning should be based on an 
environment where the team is empowered and in which everyone should be encouraged to par-
ticipate. Any change process or learning should take into account the goals and aspirations of each 
one of the team in the organisation. 
Ego-works are involved in the emergence of one’s identity  
The person and the environment are the main antecedent variables to the emotions (Lazarus 
1994). This means the individuals’ most and least important goals considered in light of a relative 
hierarchy, which is the motivational variable in the process. A self or ego-identity organises these 
goals in terms of relative importance and regulates which one is to be played in any given situa-
tion.  Situational meaning structures convey important information. For example if positive, one 
may accomplish striving and feel joy, but when negative or when there is an absence of a cogni-
tive map, one may experience anxiety, since what is required is not clear.  Identity confirming be-
haviours help to obtain a match between one’s behaviour and the cultural meaning of an identity. 
However, only some identities are expected to be appropriate in the organisational setting. In the 
organisational settings where ‘conditioning of identities’ and ideal self are developed, we cannot 
take experience at face value (Parker 1999), and it should be considered that emotional talk speaks 
not for the experience but for the discourses surrounding people (Butt 1999). However, to the ex-
tent that identity is considered an aspect of ego involvement (Reeve 2001), it is supported by ego-
works, which buffers individuals against levels of anxiety originating from identity conflicts. In 
this case, defences are unconscious and immediate, and then only ‘talking’ about them involves 
construction.  
Therefore, identifying the defensive mechanisms involved, it might be understood what has to be 
done in order to contribute positively to ‘identity coaching’ part of the conceptual framework 
helping individual’s involvement in quality interpersonal relationships.  
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Participants with rather negative affect have used defensive mechanisms of the ego-involved, 
while those with positive affect have expressed an integrated ego identity regarding psychological 
and social attributes, characterised by direction and commitment in their relationships.  
The defensive mechanisms involved are depicted in the table: 
Participant 2900 Participant 2900 Participant 1100 Participant1700 
Isolation Repression Projection Regression 
Participant 1200 and 
1700 
Participant 2900 Participant 2700 Participant 1100 and 
1600 
Compensation Humour Denial Rationalisation 
 
These findings might suggest that ego-defences with the purpose of buffering identities mediate 
and moderate the development of individuals’ psychological and social attributes, which allow or 
do not allow them to align within a ‘joint action’. If this is the case, we might say that our third 
‘hypothesis’ is now ready for further ‘empirical testing’.   
Acknowledge a shared dependency of employee and the organisation  
Although theoretically suggested, it might be argued that the new relationship between employees 
and organisation should be based on reciprocal exchange. This addresses the fourth ‘hypothesis’ 
of the thesis. 
Given the need for strengthening employee organisation relationship, the recognition of the emo-
tions as sources and generators of positive meaning should be considered a strong alternative to 
the lost connection of the individual with the organisation. Positive emotions generate a healthy 
professional identity by positive meaning creation, and seem to strengthen the capacity of the  in-
dividual for productive positive learning. 
It has been shown that people refer to the ‘company’ as something abstract and vaguely defined, 
which lives and exists in a non-human fashion. People seem to be compromised in an abstract re-
lationship, in which they have deposited hopes but also expectations for the future. But this is 
done for attribution purposes of blame; the resulting emotions distance people from the organisa-
tion and the uncertain endeavours which create stress. The practices of the organisation with the 
objective of increasing predictability partly answer the questions of uncertainty, but create ques-
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tions of authority. It is expected that submission to the abstract organisation directs people to seek 
for authorities within, on whom they can lean, for decisions about their future. Leadership style 
could play a very important role in the development of a psychologically balanced work team, 
which should not be attached to one authority, and simultaneously should not repudiate every au-
thority. 
A new way to look at the business 
This distance between the person and the organisation is realised in any circumstantially appropri-
ate situations between people, in ‘joint actions’. ‘Talk’ about ‘the way it is around here’, about 
how things currently are, allows for the realisation of possibility or not, and provides ‘guidelines’ 
about current action and results.  Talk, connects to the background ‘ethos’, which determines the 
possibility for action and other things which are not rationally visible to us.  Rooted in this back-
ground, peoples’ actions produce outcomes, which generate ‘practical moral settings’ - situations 
between them with a given quality for them.  Consider now that thinking comes into existence 
through worlds and through meaning.  Thinking is about an internal negotiation in relation to the 
point of view of the ‘practical moral settings’ and the background in which we belong.  
Consequently, talking is rooted in this background, and so is thinking and meaning. The back-
ground and the non-visible things that determines, seems to have a ‘reality’ of its own, while it is 
a product of words. Moreover, this thinking and talking is about the past, it is about things which 
might not have happened as we talk about them; something happened, but maybe not this.  What 
has happened becomes ‘reality’ when we argue about it in relation to a specific cultural and his-
torical context. The implication for business is that we only see and hear what we have a previous 
understanding for. That is to say that in order to hear and see possibility, one has to see first that 
he/she relates to background, to ‘reality’ and to right or wrong assessments, as if they are having a 
quality - a ‘nature’ of their own. This we define as current thinking, current learning or current 
business.    
By appreciating and understanding that the way things are done is rooted in the past, possibility 
becomes tangible. By understanding that words construct ‘reality’, it is possible to author new 
versions of that ‘reality’ and change what is considered possible or beyond our control. Positive 
emotions could play a crucial role, since they provide a degree of openness building valuable re-
sources for the individual. These resources strengthen people to become aware of their current 
thinking, thus addressing more the possibility to think beyond what is current and to ‘go for’ the 
unpredictable. 
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Therefore, a new environment of possibility that will provide regulation of stress-enforcing fac-
tors and create space for individuals to prosper in safety could be evolved. In such an environ-
ment, the leadership role is important. A leader should own the ability to infuse everyday events 
with positive meaning, cope with anxiety and lead the organisation without the ‘power’ support of 
traditional bureaucratic structures.  
Leadership as the enabler 
A leader’s role is to ensure that the primary task is constantly reviewed in the light of the chang-
ing environment. The primary task is a key element in member-member and leader -member in-
teraction. The leadership task is to ensure that the primary task of the organisation is reviewed 
continuously, in view of eventual changes in the environment, in order to ensure that the organisa-
tion adapts. 
As leadership influences followership, especially in a transformational leadership approach -
where leaders use emotions in order to create similar states to their subordinates-, it is important 
to point out that in consequence, leaders’ influences upon emotional processes might have an im-
pact on employees’ performance. Thus, the leadership role is crucial in developing and maintain-
ing an environment where positive emotions flourish, as they have the ability to influence their 
subordinate’s emotional state. Leaders could create a valuable asset for difficult times by develop-
ing resilient individuals who have the ability to bounce back from negative emotions. In line with 
earlier arguments, it can be argued that leaders’ work on the levels of risks or resources that em-
ployees have in the organisation, fostering of self-enhancement and developing an honest and 
trustworthy culture, could result in connection and engagement. Through increased engagement, 
participation and ownership, the individual’s resiliency is expected to increase. Engagement and 
participation seem to have an impact on the contagiousness and crossover of positive meaning in 
the organisation. 
Alignment is emphasised in the interview extracts as the mediator and moderator of this meaning- 
making. Alignment has been constructed in the form of direction and participation. Concerning 
direction, everyone needs to know where he has to go, but he does not want to be alone in this di-
rection. It is participation where all should know the direction. Involvement and participation 
leads to a type of intrapreneurship. For example if people successfully provide an idea that works, 
they report a sense of inner satisfaction, and a growing sense of self-esteem. Both issues are influ-
enced by the leadership role.  
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Distributed leadership and its impact on emotional relations 
Apart from the traditional forms of organisations, new forms require greater flexibility and deci-
sions to be taken at the front line. Distributed leadership has been proposed as a response to the 
question marks and anxiety generated in contemporary non-bureaucratic, flat structured multi-
functional teamed organisations. Decisions should be taken not at the top and centre of the organi-
sation, but at the point of contact with customers, collaborators and stakeholders. This calls for a 
new type of leadership (Huffington 2004). 
Participants emphasised the need for a mindset that allows devolution of decision-making, col-
laboration and integration of leadership activity throughout the organisation; they additionally 
asked for leadership engagement in different roles and tasks at various levels, as well as for lead-
ership engagement with the emotional challenges, dynamics and implications of people in relation 
to the organisation’s ability to change.  
Huffington argues that senior executives are not always ready to accept the notion of distributed 
leadership. They usually experience feelings of  dependency towards the leader ΄΄feelings of de-
pendency, fears of challenging and being challenged by others,-seniors or peers- and the struggle 
to contain anxiety about exercising one’s own authority as a leader on a wider organisational 
front΄΄ (Huffington 2004, p.71). It has been argued that people have difficulty in understanding 
that collaborative leadership demands changes in behaviour by everyone in the organisation, and 
instead, they expect to change only after the leader -who has tried to involve them in taking up 
distributive leadership roles-, has changed.  This is shown in an interview extract, where the par-
ticipant wants the company and the owners to take the first step and not make it himself [PeterS, 
line:42].  
According to this line of thinking,  senior managers are about to challenge the ideas of the leader 
more heavily than in the traditional structure, because they are now charged with engagement in a 
collective leadership system which requires them to demonstrate their own leadership capabilities, 
where each one takes the risk of failure or success, without being protected by the structure of hi-
erarchy (Huffington Clare, 2004). This thread of thinking creates insecurity and anxiety, both 
among the former traditional leaders, and among the latter senior executives, who should perform 
responsibly in the new roles.  
It might be argued that by the time leadership becomes a personal issue, it is automatically as-
signed high personal meaning and becomes a psychologically demanding situation, where the 
prospective leader negotiates his role in relation to the roles of others, and where appraisal is bal-
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anced against this relation and future prospects for his welfare. This consequently impacts on 
one’s own emotions and on the emotional relations in the whole organisation.  Inability to manage 
implications and uncertainties comes from the successful-or not-warranting of roles resulting in 
expressions of personal dynamics, conflicts and tensions.  
The findings suggest that in the organisational context, positive emotions stem from, as well as 
generate, positive meaning, which in turn acts as the enabler for productive positive learning to 
occur, taking advantage of the interrelated attributes of resiliency and engagement development. 
Potential benefits for managerial practice and practical consequences for the organisations  
Tasks and responsibilities are intersecting; hierarchy is much more complex than it was in the bu-
reaucratic forms; and authority and power is questionable and negotiable, according to the task 
and the given situation. This helps uncertainty, and uncertainty helps anxiety. On the other hand, 
openness seems to create reluctant, pessimistic and strong feelings, since people’s roles, authori-
ties and tasks are not developed in a protective environment. Feelings  of vulnerability and ques-
tions of identity come to the fore. Cooper's (2004) argument about the decline of relationships and 
the disappearance of depth engagements in the new organisational cultures, focuses on the reason-
ing that since containment as a relationship and as a precondition of social and psychological so-
lidity is no longer possible, relatedness is not possible. So the question is how to make employees 
pursue their engagement with the organisation.  
One suggestion is to find ways to experience more positive emotions in our everyday lives. What 
managers may do impacts on how the practices and procedures feel and create a positive psychol-
ogy for all.  One measure could be to connect those people who would generate more positive 
emotions in the workplace; and to allow people to connect with others on a human level at work. 
This would request leadership to allow for possible selves. Possible selves represent the future, 
directing attention, effort and focus towards planning for advancement (Reeve 2001). In being 
able to connect and enrol others, leaders should be related. Relatedness is one of the major psy-
cho-cognitive needs which affects and is affected by the quality of interpersonal relationships and 
results in alignment within ‘practical moral settings’ towards the organisational purpose.  
Another suggestion is that finding ways to make people feel grateful might help in increasing loy-
alty; as well finding ways to make people feel pride for what they do. By recognising a job well 
done, people usually feel proud. They are very motivated to achieve something new, in order to 
feel the same pride again. Pride in accomplishing an endeavour makes people engage in some-
thing bigger. Emotional bonding could bring results in many difficult times (Fredrickson 2003b). 
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Open and honest communication, participation and involvement could develop positive personal 
meaning. Appreciation for a job well done, as well as positive reappraisal and honest reward prac-
tices, helps in the enhancement of people’s professional identity.   
The new proposition is that people could cause ‘productive positive’ organisational learning on 
demand, while positive emotions facilitate this process of participation.  
Consider that leadership needs to author a new ‘reality’- realised in organisational purpose and 
expected outcomes. This is possible when it stands outside the ‘current’ situation, setting a new 
landscape for the future.  This landscape should enable constraints, set rights and duties and 
should be justifiable to the ‘moral situations’ others share (Shotter 2002), because engagement is 
required. Words are to construct the new ‘reality’ for the organisation, and it is through them that 
others will stand for the new possibility. In view of this, leadership should stand by its words and 
should coach for engagement. Supporting engagement in interpersonal relationships produces par-
ticipation in ‘moral situations’, where alignment towards the new possibility is realised. This par-
ticipation - what we have tried to show in this thesis- is ‘productive positive’ organisational learn-
ing.  
A possible Leadership Relatedness checklist  
Positive Re-
appraisal 
Initiative and 
choice (chal-
lenge) 
Clear struc-
tures and 
guidelines 
Coaching 
Justice  and  
Security 
Participation 
Goal orienta-
tion 
Problem 
Solving 
Involvement Autonomy Support 
Not threat-
ened identities
 
We suggest working in the checklist findings in view of leadership willingness to ‘be there’ for 
others understanding the preoccupations and subjectivities of the current ‘realities’ of each person 
and of the organisation’s background. This could result in relatedness through development of 
quality interpersonal relationships and consequently to engagement. 
Limitations of the thesis 
The small number of participants in this research, and of interviews and the role of the researcher 
as a colleague in the researched organisation represents research limitation. As explained in the 
methodology, the purposive sampling is another limiting factor. However, what is considered the 
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biggest limitation in this type of research is that there can never be a completely accurate repre-
sentation of was said or meant. The researcher has, so to speak, transmitted the accounts partici-
pants gave as textual representations. “the writer textually represents the subject’s experiences” 
(Denzin 1997, p.5). 
Future directions for research 
Reactive, hierarchically structured and bureaucratic organisations have a way of inducing mean-
ing to employees through practices, roles, accountability and the way that engagement and com-
mitment is instrumentally achieved. In these forms, learning is based on rationality and is the re-
sult of control and authority -organisational discourses. But in the new forms of post-bureaucratic 
conceptions, productive positive learning might be emancipatory. It cannot follow rules, struc-
tures, or organisational demands. At the same time, competitive advantage and adaptation is ap-
praised to the extent that individual learning is translated into organisational learning. But as seen 
earlier in this study, this is not necessarily captured within the organisation. For that reason, post-
bureaucracies try to influence employment contexts, by using individualised systems of power, 
which target individuals’ emotional commitments, modes of thinking and identities. This attempt 
for control involves emotion-focused coping. Emotion-focused coping is used by people to alter 
what is a major concern for them. This process of emotion regulation results in emotional disso-
nance and dissatisfaction. That gives rise to important questions about learning and about the way 
that positive emotions could contribute to the optimal functioning in the organisations. Moreover, 
if this could be possible it raises the question, as to how learning sustains as a positive emotions 
learning experience? 
As seen before, leadership willing to author a new ‘reality’ should name it and stand by it. How-
ever, we take for granted speaking of organisational values as proper and ethical. We all identify 
fairness, justice, transparency and teamwork, as ‘socially correct’. However, what happens when a 
new leader questions the core of an organisation’s values? ; At the same time what is happening 
when this authoring -grounded though within current values and background, - is supposed to 
construct a new ‘reality’ independent of the current, without altering the current values? Are then 
positive emotions enough to facilitate and fuel this transition with positive meaning? 
Considering the cultural, and historical limitations of this research, it would be interesting for the 
future, to researching different private but also public organisations in different sectors, in order to 
identify the constructions of positive relational meaning in various settings. By asking participants 
to report about the meaning they inferred by referring to a specific example in the organisation 
192 
 
one could collect rich material and have a more ‘direct’ connection of the construction of the ex-
perience with the reported meaning. Then possible differences or similarities in the constructions 
could be used to develop a concept and framework for ‘model generalisation’.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
193 
 
REFERENCES 
 
ABRAHAM, R. (1999) Emotional dissonance in organisations: conceptualising the roles of self-
esteem and job-induced tension. Leadership and Organisation Development Journal, 20, 1, 18-25.  
AKGUN, E. A., LYNN,S G., BYRNE,C J (2003) Organisational Learning: A sociocognitive 
framework. Human Relations, 56 (7), 839 - 868.  
ALVESSON, M., KARREMAN, DAN (2000) Varieties of discourse:On the study of organisa-
tions through discourse analysis. Human Relations, 53 (9), 1125-1149.  
ARGYRIS, C. (1999) On Organisational Learning, Oxford, Blackwell Publishers.  
ARGYRIS, C. (2003) A Life Full of Learning. Organisational Studies, 24, 1178-1192.  
ARMSTRONG, D. (2004) Emotions in Organisations: disturbance or intelligence? IN CLARE 
HUFFINGTON, D. A., WILLIAM HALTON, LINDA HOYLE, JANE POOLEY (Ed.) Working 
below the surface. The emotional life of contemporary organisations. London, H. Karnac (Books) 
Ltd.  
ASKANASHY, M., N (2002) Studies of cognition and emotion in organisations: Attribution, Af-
fective events, Emotional Intelligence and Perception of Emotion. Australian Journal of Man-
agement, 27 (special issue).  
BACHELARD, G. (1986) The New Scientific Spirit, Boston, Beacon Press.  
BAKER, B. A., DEMEROUTI, EVANGELIA, SCHAUFELI, B WILMAR (2005) The crossover 
of burnout and work engagement among working couples. Human Relations, 58(5), 661-689.  
BANDURA, A. (1986) Social foundations of thought and action, Englewood Cliffs, New Jersey, 
Prentice-Hall.  
BANDURA, A. (2000) Cultivate self-efficacy for personal and organisational effectiveness. IN 
LOCKE, E., A (Ed.) The Blackwell handbook of principles of organisational behaviour. Oxford, 
Blackwell.  
BARBARA, T. DAVID COOPER. LESLIE,OAKES (2003) Performance Measures and the Ra-
tionalisation of Organisations. Organisation Studies, 24 (7), 1045-1071.  
BARON, R., A (1990) Environmentally induced positive affect: its impact on self-efficacy, task 
performance, negotiation and conflict. Journal of Applied Psychology, 20, 368-384.  
BARRY, B. & OLIVER, R., L (1996) Affect in dyadic negotiation: a model and propositions. 
Organisational Behaviour and Human Decision Process, 67, 127-43.  
BARRY, M., STAW, ROBERT, I SUTTON, LISA,H PELLED (1994) Employee Positive Emo-
tion and Favorable Outcomes at the Workplace. Organisation Science, 5, 51-71.  
 
194 
 
BEST, S., KELLNER, D (1991) Postmodern Theory: Critical Interrogations, New York, Guil-
ford Press (A division of Guilford publications inc.).  
BOUDEN, R., BETTON,E (1999) Explaining the feelings of Justice. Ethical Theory and Moral 
Practice, 2 (4), 365-398.  
BRIEF, A. (2002) Organisational behaviour: affect in the workplace. Annual Review of Psychol-
ogy.  
BROWN, B., R., BROOKS, I (2002) Emotion at work. Identifying the emotional climate of night 
nursing. Journal of Management in Medicine, 16, 327-344.  
BRUNER, J. (1996) The Culture of Education, Cambridge, Harvard University Press.  
BUTT, T. (1999) Realism, Constructionism and Phenomenology. IN D, J., NIGHTINGALE., J, 
CROMBY (Ed.) Social Constructionist Psychology. A critical analysis of theory and practice. 
Buckingham, Open University Press.  
CABANAC, M. (1971) Physiological Role of Pleasure. Science, 173, 1103-1107.  
CARVER, P. R. (1978) The Case Against Statistical Significance Testing. Harvard Educational 
Review, 48, 3, 378-399.  
CARVER, S. C. (2003) Pleasure as a sign you can attend to something else: Placing positive feel-
ings within a general model of affect. Cognition and Emotion, 17 (2), 241-246.  
CHALMERS, A. F. (1999) What Is This Thing Called Science: An Assessment of the Nature and 
Status of Science and Its Methods, Berkshire UK, Open University Press.  
CLARK, H., H (1996) Using Language. Theory and Psychology, 9.  
CLORE, G. L. (1994) Why Emotions are felt. IN PAUL EKMAN, R. J. D. (Ed.) The Nature of 
Emotion. New York, Oxford University Press, Inc.  
CLORE, G. L. (1994b) Why Emotions Require Cognition. IN PAUL EKMAN, R. J. D. (Ed.) The 
Nature of Emotion. New York, Oxford University Press, Inc.  
COLE, M. (1985) The zone of proximal development: where culture and cognition create each 
other. IN WERTSCH, J., V (Ed.) Culture, communication and cognition: Vygotskian perspec-
tives. Cambridge, Cambridge University Press.  
COOK, S., D,N., YANOW, D (1993) Culture and Organisational learning. Journal of Manage-
ment inquiry, 2, 379-390.  
COOPER, A., DARTINGTON,TIM (2004) The vanishing organisation: organisational contain-
ment in a networked world. IN CLARE HUFFINGTON, D. A., WILLIAM HALTON, LINDA 
HOYLE AND JANEPOOLEY (Ed.) Working below the surface. The emotional life of contempo-
rary organisations. London, H. Karnac (Books) Ltd.  
195 
 
COTE, S., MORGAN,L (2002) A longitudinal analysis of the association between emotion regu-
lation, job satisfaction, and intentions to quit. Journal of Organisational Behaviour, 23, 947-962.  
CROPANZANO, R. & WRIGHT, T., A (2001) When a 'Happy' worker is really a 'productive' 
worker: A review and further refinement of the happy-productive worker thesis. Consulting Psy-
chology Journal: Practice and Research, 53 (3), 154-168.  
DAVIDSON, J. R. (1994) On emotion, mood and related affective constructs. IN PAUL EK-
MAN., R., J DAVIDSON (Ed.) The nature of Emotions: Fundamental Questions. New York, Ox-
ford University Press.  
DELANTY, G. (2002) Social Science. Beyond Constructivism and Realism, Buckingham, Open 
University Press.  
DENZIN, K., N (1997) Interpretative Ethnography. Ethnographic Practices for the 21st century, 
London, Sage Publications.  
DENZIN, N. K. (1991) Where has postmodernism Gone. Cultural Studies, 7, 507 -514.  
DESOUSA, R. (1990) The rationality of emotion, Massachusetts, MIT Press.  
DIRKX, J. M. (2001) The Power of Feelings: Emotion, Imagination, and the Construction of 
Meaning in Adult Learning. New Directions for Adult and Continuing Education, 2001, 63-72.  
EDMONSON & MORGEON (2004) Organisational learning to the learning organisation. IN 
GREY, C. & ANTONAKOPOULOU, E. (Eds.) Essential Readings in Management Learning. 
London, Sage Publications.  
EKMAN, P. (1994) Moods, emotions and traits. IN PAUL EKMAN., R., J DAVIDSON (Ed.) The 
nature of Emotions: Fundamental Questions. New York, Oxford University Press.  
EMPSON, L. (2000) Mastering Strategy: The challenge of managing knowledge. IN DICKSON, 
T. (Ed.) Mastering Strategy. London, Pearson Education Limited.  
FAIRCLOUGH, N. (2001) Language and Power, Harlow, Pearson Education Limited.  
FEENBERG, A. (1999) Escaping the Iron Cage, or, Subversive. Rationalization and Democratic 
Theory. GARSON. Social science computer review, 17, 472-481.  
FEYERABEND, P. (1997) Against Method (Eνάντια στη Μέθοδο.Για μια αναρχική θεώρηση της 
γνώσης), Αθήνα, Σύγχρονα Θέματα.  
FORGAS, J., P (1998) On feeling good and getting your way: mood effects on negotiator cogni-
tion and bargaining strategies. Journal of Personality and Social Psychology, 74, 565-577.  
FOUCAULT, M. (2003) The Archaeology of Knowledge, Great Britain, Routledge.  
FREDRICKSON, B. L. (1998a) What Good Are Positive Emotions? Review of General Psychol-
ogy, 2, 300-319.  
196 
 
FREDRICKSON, B. L. (2000a) Cultivating positive emotions to optimize health and well-being. 
Prevention and Treatment, 3.  
FREDRICKSON, B. L. (2000b) Cultivating Research on Positive Emotions (Response to com-
mentaries on Cultivating Positive Emotions to Optimize Health and Well-being). Prevention and 
Treatment, 3.  
FREDRICKSON, B. L. (2000c) Extracting meaning from past affective experiences: The impor-
tance of peaks, ends and specific emotions. Cognition and Emotion, 14, 577-606.  
FREDRICKSON, B. L. (2001) The Role of Positive Emotions in Positive Psychology. The 
Broaden-and-Build Theory of Positive Emotions. American Psychologist, 56, 218-226.  
FREDRICKSON, B. L. JOINER, T. (2002). Positive emotions trigger upward spirals towards 
emotional well-being. Psychological Science,13, 172-175. 
FREDRICKSON, B. L. (2003a) Positive Emotions and Upward Spirals in Organisations. IN 
CAMERON, K., DUTTON, J. & QUINN, R. (Ed.) Positive Organisational Scholarship.  
FREDRICKSON, B. L. (2003b) The Power of Positive Psychology. What Managers can learn 
from the science of human emotions. Gallup Management Journal, September 2003.  
FREDRICKSON, B. L. (2003c) The value of positive emotions. American Scientist, 91, 330-335.  
FREDRICKSON, B. L. (2004) Gratitude, like other positive emotions, broadens and builds. IN 
EMMONS, R. A., M.E. MCCULLOUGH (EDS.) (Ed.) The Psychology of Gratitude. New York, 
Oxford University Press.  
FREDRICKSON, B. L., BRANIGAN, C (2005a) Positive emotions broaden the scope of atten-
tion and thought-action repertoires. Cognition and Emotion, 19, 313-332.  
FREDRICKSON, B. L., KAREEM, J. J (2005b) We all look the same to me. Psychological Sci-
ence, 16, 875-881.  
FREDRICKSON, B. L., LEVENSON, R.W (1998b) Positive emotions speed recovery from the 
cardiovascular sequelae of negative emotions. Cognition and Emotion, 12, 191-220.  
FREDRICKSON, B. L., LOSADA, M.F (2005c) Positive affect and the complex dynamics of 
human flourishing. American Psychologist, 60, 678-686.  
FREDRICKSON, B. L., MANCUSO, A.M, CHRISTINE BRANIGAN, MICHELE M.TUGADE. 
(2000d) The undoing Effect of Positive Emotions. Motivation and Emotion, 24, 237 - 258.  
FREDRICKSON, B. L., TUGADE, M.M. (2004) Resilient individuals use positive emotions to 
bounce back from negative emotional experiences. Journal of Personality and Social Psychology, 
86, 320-333.  
FREDRICKSON, B. L., WAUGH, E.C, LARKIN, R.G (2003d) What good are positive emotions 
in crices? A prospective study of resilience and emotions following the terrorist attacks on the 
United states on September 11th, 2001. Journal of Personality and Social Psychology, 84, 365-
376.  
197 
 
FREDRICKSON, B. L., WAUGH, E.C. (2006) Nice to know you: Positive emotions, self-other 
overlap and complex understanding in the formation of a new relationship. The journal of Positive 
Psychology, 1(2), 93-106.  
FRIJDA, N. H. (1986) The Emotions, Cambridge UK, Cambridge University Press.  
FRIJDA, N. H. (1994) Emotions Require Cognitions, Even If Simple Ones. IN PAUL EKMAN, 
R. J. D. (Ed.) The Nature of Emotion. New York, Oxford University Press, Inc.  
GABRIEL, Y., GRIFFITHS, D.S (2002) Emotion, learning and organizing. The Learning Organi-
sation, 9, 214-221.  
GALLAHAN, J., L (2002) Masking the need for cultural change: the effects of emotion structura-
tion. Organisation Studies, 23 (2), 281-299.  
GANSTER, D., C., FUSILIER, M., R., & MAYES, B., T (1986) Role of social support in the ex-
perience of stress at work. Journal of Applied Psychology, 71, 102-110.  
GARDNER, H. (1993) Gardner, Howard. Multiple Intelligences: The Theory in Practice., New 
York, Basic.  
GEORGE, J., M., & BRIEF, A., P (1992) Feeling good-doing good: A conceptual analysis of the 
mood at work-organisational spontaneity relationship. Psychological Bulletin, 112, 310-329.  
GERGEN, K. J. (1985) The social constructionist movement in modern psychology. American 
Psychologist, 40 (3), 266-275.  
GIBSON, J., J (1977) The theory of affordances. IN SHAW, R. & BRANSFORD, J. (Eds.) Per-
ceiving, acting and knowing. Hillsdale, New Jersey, Erlbaum.  
GIDDENS, A. (1991) Modernity and Self-Identity: Self and Society in the late moderm age, Stan-
ford, CA, Stanford University Press.  
GOFFMAN, E. (1956) The Presentation of Self in Everyday Life., New York, Doubleday.  
GOFFMAN, E. (1963) On face work. Interaction Ritual, New York, Anchor Books.  
GOLEMAN, D. (1996) Emotional Intelligence. Why it can matter more than IQ, London, 
Bloomsbury Publishing Plc.  
GOTTMAN, J. M. (1994) What Predicts Divorce? The Relationship Between Marital Processes 
and Marital Outcomes. Hillsdale, New Jersey, Lawrence Erlbaum Associates, Inc. 
GREY, C. (2001) Against Learning. Research Papers in Management Studies. Cambridge.  
HAIDT, J. (2000) The Positive emotion of Elevation. (Commentary on Cultivating Positive Emo-
tions to Optimize Health and Well-being). Prevention and Treatment, 3.  
HAMEL, G. (1997) The search for strategy. www.strategosnet.com.  
198 
 
HAMMERSLEY, M. (2000) The Relevance of Qualitative Research. Oxford Review of Educa-
tion, 26, 393-405.  
HAMMERSLEY, M. (2003) Conversation Analysis and Discourse Analysis: Methods or Para-
digms? Discourse Society, 14, 751-781.  
HARDING, N. (2003) The Social Construction of Management: Texts and Identities, London, 
Routledge.  
HARRE, R. (2002) Cognitive Science. A Philosophical Introduction, London, Sage Publications.  
HOLMES, L. (2000) Reframing Learning: Performance, Identity and Practice. Critical Contribu-
tions to Managing and Learning: 2nd Connecting Learning and Critique Conference. Lancaster 
University.  
HOLMES, L. (2005) Becoming a graduate, becoming a manager: the warranting of emergent 
identity. 'Critique and Inclusivity: Opening the Agenda', the 4th International Critical Manage-
ment Studies Conference. Robinson and Selwyn Colleges, University of Cambridge.  
HOROWITZ, S. A. (2004) The discovery and loss of a ΄΄compelling space΄΄ A case study in 
adapting to a new organisational order. IN CLARE HUFFINGTON, D. A., WILLIAM HALTON, 
LINDA HOYLE AND JANEPOOLEY (Ed.) Working below the surface. The emotional life of 
contemporary organisations. London, H. Karnac (Books) Ltd.  
HUFFINGTON, C. (2004a) What women leaders can tell us. IN CLARE HUFFINGTON, D. A., 
WILLIAM HALTON, LINDA HOYLE AND JANEPOOLEY (Ed.) Working below the surface. 
The emotional life of contemporary organisations. London, H. Karnac (Books) Ltd.  
HUFFINGTON, C.JAMES,K., ARMSTRONG, D (2004b) What is the emotional cost of distrib-
uted leadership? IN CLARE HUFFINGTON, D. A., WILLIAM HALTON, LINDA HOYLE 
AND JANEPOOLEY (Ed.) Working below the surface. The emotional life of contemporary or-
ganisations. London, H. Karnac (Books) Ltd.  
HUMPHREY, R., H (2002) The many faces of emotional leadership. The leadership quarterly, 
13, 493-504.  
IKEHARA, H. T. (1999) Implications of gestalt theory and practice for the learning organisation. 
The Learning Organisation, 6, 66-69.  
ILLERIS, K. (2003) Workplace Learning and Learning Theory. Journal of Workplace Learning, 
15, 167-178.  
ISEN, A., M (1987) Positive affect, cognitive processes and social behaviour. Advances in ex-
perimental social psychology, 20, 203-253.  
ISEN, A., M., & BARON, R., A (1991) Positive affect as a factor in organisational behaviour. 
Research in Organisational Behaviour, 13, 1-53.  
IZARD, C. (1977) Human Emotions, New York, Plenum.  
199 
 
IZARD, C., FINE,S., SCHULTZ,D., MOSTOW, A., ACKERMAN, B., YOUNGSTROM, E. 
(2001) Emotion knowledge as a predictor of social behaviour and academic competence in chil-
dren at risk. Psychological Science, 12 (1), 18-23.  
IZARD, C. E. (1994) Cognition Is One of Four Types of Emotion-Activating Systems. IN PAUL 
EKMAN, R. J. D. (Ed.) The Nature of Emotion. New York, Oxford University Press, Inc.  
JESSUP, G. (1997) Establishing a learning society. Competence network conference on Facilitat-
ing lifetime learning and development. LEICESTER University.  
JOHNSON, J. K., FREDRICKSON, B L (2005) We all look the same to me. Positive emotions 
eliminate the own-race bias in face recognition. Psychological Science, 16, 875-881.  
KALLINIKOS, J. (2003) Work, Human Agency and Organisational Forms: An Anatomy of 
Fragmentation. Organisational Studies, 24, 595-618.  
KEIKO, O., SATOSHI,SHIMAI., JUNKO,TANAKA-MATSUMI., KANAKO,OTSUI AND 
BARBARA L. FREDRICKSON (2006) Happy People become happier through kindness: A 
counting kindness intervention. Journal of Happiness Studies, 7, 361-375.  
KELLNER, D. (2006) Jean Baudrillard after modernity: Provocations on a provocateur and chal-
lenger. International journal of Baudrillard studies, 3 (1), 1-37.  
KING, L. A. (2000) Why Happiness is good for you: A commentary on Fredrickson (Commen-
tary on Cultivating Positive Emotions to Optimize Health and Well-being). Prevention and 
Treatment, 3.  
KOLB, D. A. (1984) Experiential Learning. Experience as the source of learning and develop-
ment, New Jersey, Prentice Hall Inc.  
KOPPETT, K. (2001) Training to imagine: practical improvisational theatre techniques to 
enchance creativity, teamwork, leadership and learning, Sterling Virginia, Stylus Publishing.  
LAVE, J. (1988) Cognition in Practice: Mind, Mathematics, and Culture in Everyday Life, Cam-
bridge, UK, Cambridge University Press.  
LAVE, J., WENGER, E (1991) Situated Learning: Legitimate Peripheral Participation, Cam-
bridge, UK, Cambridge University Press.  
LAZARUS, R. (1994a) Appraisal: The Long and the Short of it. IN PAUL EKMAN, R. J. D. 
(Ed.) The Nature of Emotion. New York, Oxford University Press, Inc.  
LAZARUS, R., KANNER,A,D, FOLKMAN, S (Ed.) (1980) Emotions: A Cognitive Phenomenol-
ogical Analysis, New York, Academic Press.  
LAZARUS, R., S (1991a) Emotion and Adaptation, New York, Oxford University press, Inc.  
LAZARUS, R., S (1991b) Progress on a Cognitive-Motivational-Relational Theory of Emotion. 
American Psychologist, 46, 819-834.  
200 
 
LAZARUS, R., S (1994b) Individual Differences in Emotion. IN PAUL EKMAN, R. J. D. (Ed.) 
The Nature of Emotion. New York, Oxford University Press, Inc.  
LAZARUS, R., S (1994c) Meaning and Emotional Development. IN PAUL EKMAN, R. J. D. 
(Ed.) The Nature of Emotion. New York, Oxford University Press, Inc.  
LAZARUS, R., S (1994d) The stable and the unstable in emotion. IN PAUL EKMAN., R., J 
DAVIDSON (Ed.) The Nature of Emotion. New York, Oxford University Press, Inc.  
LEDOUX, J. (1999) The Emotional Brain, London, Phoenix (An imprint of the Orion publishing 
group).  
LEVENSON, W. R. (1994) Human emotion: a functional view. IN PAUL EKMAN, R. J. D. (Ed.) 
The Nature of Emotion: FundamentalQquestions. 123-126. New York, Oxford University Press, 
Inc.  
LEWIS, K., M (2000) When leaders display emotion: How followers respond to negative emo-
tional expression of male and female leaders. Journal of Organisational Behaviour, 21, 221-234.  
LOFY, M. M. (1998) The impact of emotion on creativity in organisations. Empowerment in Or-
ganisations, 6, 5-12.  
LUTHANS, F. (2002) The need for and meaning of positive organisational behaviour. Journal of 
Organisational Behaviour, 23, 695-706.  
LUTHANS, F., VOGELGESANG, R.G, LESTER B.P (2006) Developing the Psychological 
Capital of Resiliency. Human Resource Development Review, 5,No1, 25-44.  
LYOTARD, F., J (2001) The post modern condition:A report on knowledge, Manchester, Man-
chester University Press.  
LYUBOMIRSKY, S. (2000) On Studying Positive Emotions (Commentary on Cultivating Posi-
tive Emotions to Optimize Health and Well-being). Prevention and Treatment, 3.  
MARAVELIAS, C. (2003) Post-Bureaucracy- control through professional freedom. Journal of 
Organisational Change Management, 16, 547-566.  
MEZIROW, J. (1991) Transformative Dimensions of Adult Learning. San Francisco, Jossey-Bass. 
MILES, M. & HUBERMAN, M. (1984) Qualitative data analysis: A source book for new meth-
ods., Thaousand Oaks, California, Sage Publications.  
MILLER, N. E. & DOLLARD, J. H. (1941). Social Learning and Imitation. New Haven, CT: 
Yale University Press. 
MINTZBERG, H., QUINN, J., B., & GHOSHAL, S. (1995) The Strategy Process, Hertforshire, 
Prentice Hall.  
201 
 
MURREY, P., DONEGAN, K (2003) Empirical linkages between firm competencies and organ-
isational learning. The Learning Organisation, 10, 1, 51-62.  
MYERS, D. G. (2000) Feeling Good About Fredrsickson's Positive Emotions (Commentary on 
Cultivating Positive Emotions to Optimize Health and Well-being). Prevention and Treatment, 3.  
NIGHTINGALE, J. D., CROMBY.J (2002) Social Constructionism as Ontology. Exposition and 
Example. Theory and Psychology, 12(5), 701-713.  
OBHOLZER, A. MILLER, SARAH (2004) leadership, followership, and facilitating the creative 
workplace. IN CLARE HUFFINGTON., D. A., WILLIAM HALTON., LINDA HOYLE AND 
JANEPOOLEY (Ed.) Working below the surface. The emotional life of contemporary organisa-
tions. London, H. Karnac (Books) Ltd.  
OPPENHEIM, N. A. (2003) Questionnaire design, interviewing and attitude measurement, Lon-
don, New York, Continuum.  
PALLANT, J. (2005) SPSS Survival Manual, Berkshire, Open University Press.  
PAPADAKIS, V. (1999) Στρατηγική των επιχειρήσεων: Ελληνική και Διεθνής εμπειρία, Αθήνα, 
Εκδόσεις Μπένου.  
PAPANTONOPOULOS, H. (2003) Positive emotions and learning in organisations. Literature 
Review. Nottingham Business School.  
PAPANTONOPOULOS, H. (2004) Positive emotions and learning in organisations. An interpre-
tive research.Doc3. Nottingham Business School.  
PARKER, I. (1999) Critical reflexive humanism and critical constructionist psychology. IN D, J., 
NIGHTINGALE., J, CROMBY (Ed.) Social Constructionist Psychology. A critical analysis of 
theory and practice. Buckingham, Open University Press.  
PASK, G. (1975) Conversation, cognition and learning, New York, Elsevier.  
PATTERSON C .H. C. (1977) Foundations for a theory of instruction and educational psychol-
ogy, New York, Harper and Row.  
PEKRUN R, GOETZ T, TITZ W & PERRY R (2002) Academic emotions in students' Self regu-
lated learning and achievement: A program of qualitative and quantitative research. Educational 
Psychologist, 37(2), 91-105.  
POPER, M. & LIPSHITZ, R. (2004) Organisational Learning. Mechanisms,Culture, and Feasibil-
ity. IN GREY, C. & ANTONAKOPOULOU, E. (Eds.) Essential Readings in Management Learn-
ing. London, Sage Publications.  
POTTER, J. (2003a) Discursive Psychology: Between Method and Paradigm. Discourse Society, 
14, 783-794.  
POTTER, J. (2003b) Practical Scepticism. Discourse Society, 14, 799-801.  
202 
 
POTTER, J. (2006) Cognition and conversation. Discourse Studies, 8, 131-140.  
RASKIN, J. D. Constructivism in Psychology: Personal construct psychology, radical constructiv-
ism, and social constructionism. IN JONATHAN, D., RASKIN., S.K.BRIDGES (Ed.) Studies in 
meaning: exploring constructivist psychology. New York, Pace University Press.  
RATHUNDE, K. (2000) Broadening and Narrowing in the creative process: A Commentary on 
Fredrickson's ''Broaden -and-Build'' Model (Commentary on Cultivating Positive Emotions to Op-
timize Health and Well-being). Prevention and Treatment, 3.  
REEVE, J. (2001) Understanding Motivation and Emotion, New York, John Wiley & Sons, Inc.  
REMENYI, D., WILLIAMS, B., MONEY, A. & SWARTZ, E. (2002) Doing Research in Busi-
ness and Management. An introduction to process and Method, London, Sage Publications.  
ROGERS, C., R., FREIBERG J, H (1993) Freedom to Learn, Mc Millan Coll div. 3rd ed.  
ROTH, M., W (1998) Authentic School Science: Intellectual Traditions. IN MCCORMIC, R., 
PAECHTER, CARRIE (Ed.) Learning and Knowledge. London, Paul Chapman Educational Pub-
lishing.  
RUSSELL, J. A. (2003) Core Affect and the Psychological Construction of Emotion. Psychologi-
cal Review, 110 (1), 145 - 172.  
RUTGERS, M. R. (1999) Be Rational! But what does it mean? A history of the idea of rationality 
and its relation to management thought. Journal of Management History, 5, 17-35.  
SALOVEY, P. & MAYER, J., D (1990) Emotional Intelligence. Imagination, Cognition and Per-
sonality, 9 (3), 185-211.  
SCHERER, K. R. (1994) An Emotion's Occurrence Depends on the Relevance of an Event to the 
Organism's Goal/Need Hierarchy. IN PAUL EKMAN, R. J. D. (Ed.) The Nature of Emotion. New 
York, Oxford University Press, Inc.  
SEIFERT, T., L O'KEEFE B,A (2001) The relationship of work avoidance and learning goals to 
perceived competence, externality and meaning. British Journal of Educational Psychology, 71, 
81-92.  
SELIGMAN, M., E,P., & SCHULMAN, P. (1986) Explanatory style as a predictor of productiv-
ity and quitting among life insurance sales agents. Journal of Personality and Social Psychology, 
50, 832-838.  
SENGE, M. P. (1990) The fifth discipline. The art and practice of the learning organisation, New 
York, Doubleday Currency.  
SHOTTER, J. (1993) Conversational Realities. Constructing life through language, Sage Publica-
tions.  
SHOTTER, J. (1997) The Social construction of our inner selves. Journal of Constructivist Psy-
chology, 10 (1), 7 - 24.  
203 
 
SHOTTER, J. (2002) Conversational Realities. Constructing Life through Language, London, 
SAGE Publications. 
SHOTTER, J. (2005) The role of 'withness' thinking in 'going on' inside the chiasmically-
structured processes. Organisation Studies Summer Workshop: on theorising process in organisa-
tional research. Santorini, Greece.  
SILVERMAN, D. (2004) Interpreting qualitative Data. Methods for analysing talk, text and in-
teraction, London.  
SMITH, A. C. P., SHARMA, M (2002) Rationalizing the promotion of non-rational behaviours in 
organisations. The Learning Organisation, 9, 197-201.  
STACEY, R. D. (1992) Managing the Unknowable: Strategic Boundaries Between Order and 
Chaos in Organisations, John Wiley and Sons.  
STAW, B., M., SUTTON, R., I., & PELLED, L., H (1994) Employee positive emotion and fa-
vourable outcomes at the workplace. Organisational Scientist, 5.  
STEWART, J. (2002) Individual Learning. IN LEOPOLD, J. (Ed.) Human Resources in organi-
sations. Harlow, Essex, Pearson Education Limited.  
STEWART, D. (2001). Reinterpreting the learning organization. The learning organization. v8 
(4), 141- 152. 
SYLWESTER, R. (1994) How emotions affect learning. Educational Leadership, 52, 60-66.  
TAYLOR, E. W. (2001) Transformative learning theory: a neurobiological perspective of the role 
of emotions and unconscious ways of knowing. International journal of lifelong education, 20, 
218-236.  
TEMPEST, S., STARKEY, K. (2004) The Effects of Liminality on Individual and Organisational 
Learning. Organisational Studies, 25, 507-527.  
THOMPSON, B. (2003) Score reliability: Contemporary Thinking on Reliability Issues, Thou-
sand Oaks, California, Sage publications.  
TUGADE, M. M., FREDRICKSON, B.L, FELDMAN BARRETT, L (2004) Psychological resil-
ience and positive emotional granularity: Examining the benefits of positive emotions on coping 
and health. Journal of Personality, 72:6, 1161-1190.  
VAKOLA, M., TSAOUSIS, I, NIKOLAOU, I (2004) The role of emotional intelligence and per-
sonality variables on attitudes toward organisational change. Journal of Managerial Psychology, 
19, 88-110.  
VAN DE VEN, H. A. (2007) Engaged Scholarship. A Guide for Organisational and Social Re-
search, Oxford, Oxford University Press. 
VINCE, R., MARTIN, L (1993) Inside Action Learning: The psychology and the politics of the 
action learning model. Education and Development, 24, 3, 205-215.  
204 
 
VYGOTSKY, L., S (1962) Thought and Language, Cambridge, MA, MIT Press.  
WATSON, D., CLARK A, L (1994) The PANAS- X. Manual for the positive and negative affect 
schedule - expanded form.  
WATSON, D., CLARK, A L., CAREY, G (1988) Positive and negative affectivity and their rela-
tion to anxiety and depressive disorders. Journal of Abnormal Psychology, 97 (3), 346-353.  
WATSON, T., J (2003) Sociology, Work and Industry, London, Routledge.  
WEISS, H. & CROPANZANO, R. (1996) Affective events theory: A theoretical discussion of the 
structure, causes and consequences of affective experiences at work. Research in Organisational 
Behaviour, 18, 1-79.  
WELLS, G. (1994) Learning and Teaching "Scientific concepts": Vygotsky's ideas revisited. Vy-
gotsky and the Human Sciences. Moscow.  
WILLIG, C. (1999) Beyond appearances: a critical realist approach to social constructionist work. 
IN D, J., NIGHTINGALE., J, CROMBY (Ed.) Social Constructionist Psychology. A critical 
analysis of theory and practice. Buckingham, Open University Press.  
WILLIG, C. (2001) Introducing qualitative research in psychology. Adventures in theory and 
method, Buckingham, Open University press.  
WOODS, A. & GRANT, T. (1995) Reason in Revolt: Marxism and Modern Science, (s.l), (s.n).  
YIN, R. K. (2003) Case Study Research: Design and Methods. London, SAGE. 
 
 
 
 
 
 
 
 
 
 
205 
 
APPENDICES 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
206 
 
Appendix 1: CONCEPTUAL FRAMEWORK 
 
 
 
 
 
 
 
 
 
 
 
 
“Joint Action” Organisational Purpose Outcome  / Result 
PRODUCTIVE POSITIVE 
ORGANISATIONAL LEARNING (A PROCESS OF PARTICIPATION)
Realized in circumstantially 
appropriate situations 
between people
LEADERSHIP &
MANAGEMENT 
Practices & Identities 
coaching
Positive Feedback
Autonomy support
Optimal challenge
Initiative &choice
Communal relationships
Clear Structure & Roles
(Involvement )Quality of 
interpersonal 
Relationships
POSITIVE AFFECT
POSITIVE EMOTIONS
Positive Relational 
Meaning
Psycho-cognitive needs
Self – determination
Competence
Relatedness
Social Needs
Achievement
Affiliation
Intimacy
Power
Influences
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Appendix 2 : PANAS-X QUESTIONNAIRE 
PANAS –X Questionnaire  
This scale consists of a number of words and phrases that describe different feelings and emotions. Read 
each item and then mark the appropriate answer in the scale next to that word. Indicate to what extent you 
have felt this way during the last week.  
Use the following scale to record your answers: 
1 = very slightly 
or not at all 
2 = a little 
 
3 = moderately
 
4 = Quite a bit
 
5= extremely
 
Answers are confidential                                                               Use a ν or circle your answer  
 very slightly 
or not at all a little moderately Quite a bit extremely 
Cheerful 1 2 3 4 5 
Dissatisfied with self 1 2 3 4 5 
Attentive 1 2 3 4 5 
Daring 1 2 3 4 5 
Strong 1 2 3 4 5 
Scornful 1 2 3 4 5 
Irritable 1 2 3 4 5 
Delighted 1 2 3 4 5 
Inspired 1 2 3 4 5 
Fearless 1 2 3 4 5 
Sad 1 2 3 4 5 
Afraid 1 2 3 4 5 
Shaky 1 2 3 4 5 
Happy 1 2 3 4 5 
Alone 1 2 3 4 5 
Alert 1 2 3 4 5 
Upset 1 2 3 4 5 
Angry 1 2 3 4 5 
Bold 1 2 3 4 5 
Blue 1 2 3 4 5 
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Active 1 2 3 4 5 
Joyful 1 2 3 4 5 
This scale consists of a number of words and phrases that describe different feelings and emotions. Read 
each item and then mark the appropriate answer in the scale next to that word. Indicate to what extent you 
have felt this way during the last week.  
Use the following scale to record your answers: 
1 = very slightly 
or not at all 
2 = a little 
 
3 = moderately
 
4 = Quite a bit
 
5= extremely
 
Answers are confidential                                                                 Use a ν or circle your answer  
 
 
 
very slightly 
or not at all a little moderately Quite a bit extremely 
Nervous 1 2 3 4 5 
Lonely 1 2 3 4 5 
Excited 1 2 3 4 5 
Hostile 1 2 3 4 5 
Proud 1 2 3 4 5 
Jittery 1 2 3 4 5 
Lively 1 2 3 4 5 
Scared 1 2 3 4 5 
Enthusiastic 1 2 3 4 5 
Downhearted 1 2 3 4 5 
Distressed 1 2 3 4 5 
Determined 1 2 3 4 5 
Frightened 1 2 3 4 5 
Guilty 1 2 3 4 5 
Ashamed 1 2 3 4 5 
Blameworthy 1 2 3 4 5 
Angry at self 1 2 3 4 5 
Disgusted with self 1 2 3 4 5 
Interested 1 2 3 4 5 
Loathing 1 2 3 4 5 
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Confident 1 2 3 4 5 
Energetic 1 2 3 4 5 
Concentrating 1 2 3 4 5 
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Appendix 3: DIMENSIONS OF AFFECT 
a: HIGHER ORDER SCALE - Positive/Negative 
 
No English Term Positive Affect Negative Affect
1 Cheerful
2 Dissatisfied with self
3 Attentive
4 Daring
5 Strong
6 Scornful
7 Irritable
8 Delighted
9 Inspired
10 Fearless
11 Sad
12 Afraid
13 Shaky
14 Happy
15 Alone
16 Alert
17 Upset
18 Angry
19 Bold
20 Blue
21 Active
22 Joyful
23 Nervous
24 Lonely
25 Excited
26 Hostile
27 Proud
28 Jittery
29 Lively
30 Scared
31 Enthusiastic
32 Downhearted
33 Distressed
34 Determined
35 Frightened
36 Guilty
37 Ashamed
38 Blameworthy
39 Angry at self
40 Disgusted with self
41 Interested
42 Loathing
43 Confident
44 Energetic
45 Concentrating
Items per category 10 10
Higher order scale
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b: SPECIFIC POSITIVE EMOTIONS
 
No English Term Jovialty Self-Assurance Attentiveness
1 Cheerful
2 Dissatisfied with self
3 Attentive
4 Daring
5 Strong
6 Scornful
7 Irritable
8 Delighted
9 Inspired
10 Fearless
11 Sad
12 Afraid
13 Shaky
14 Happy
15 Alone
16 Alert
17 Upset
18 Angry
19 Bold
20 Blue
21 Active
22 Joyful
23 Nervous
24 Lonely
25 Excited
26 Hostile
27 Proud
28 Jittery
29 Lively
30 Scared
31 Enthusiastic
32 Downhearted
33 Distressed
34 Determined
35 Frightened
36 Guilty
37 Ashamed
38 Blameworthy
39 Angry at self
40 Disgusted with self
41 Interested
42 Loathing
43 Confident
44 Energetic
45 Concentrating
Items per Emotion 8 6 4
Lower order scale Positive Emotions
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c: SPECIFIC NEGATIVE EMOTIONS 
 
No English Term Fear Hostility Guilt Sadness
1 Cheerful
2 Dissatisfied with self
3 Attentive
4 Daring
5 Strong
6 Scornful
7 Irritable
8 Delighted
9 Inspired
10 Fearless
11 Sad
12 Afraid
13 Shaky
14 Happy
15 Alone
16 Alert
17 Upset
18 Angry
19 Bold
20 Blue
21 Active
22 Joyful
23 Nervous
24 Lonely
25 Excited
26 Hostile
27 Proud
28 Jittery
29 Lively
30 Scared
31 Enthusiastic
32 Downhearted
33 Distressed
34 Determined
35 Frightened
36 Guilty
37 Ashamed
38 Blameworthy
39 Angry at self
40 Disgusted with self
41 Interested
42 Loathing
43 Confident
44 Energetic
45 Concentrating
Items per Emotion 6 5 6 5
Lower order scale Negative emotions
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Appendix 4: INTERVIEW DISCUSSION FRAMEWORK 
I. Could you describe a job {that you could do} that would create meaning to you? 
Ι. What is meaning? 
Ι. Can you tell me what you think you should do in your work? {What are the requirements?}  
I. Can you tell me what you do in your work? 
Ι. Can you tell me what gives you meaning in your everyday contacts with:  
I. Your supervisor? 
I. Your colleagues in other departments? 
I Your subordinates? 
Ι. Can you tell me what you believe gives them meaning? 
I. To your supervisor? 
I. To your colleagues in other departments? 
I. To your subordinates? 
I. Whose responsibility is it to have meaning from the work you do? 
I. Can you elaborate more on that?  
I. What do you think the organisation should do in the future in relation to that (meaning)? 
I. Can you say more about that? 
I. What could have been done? / What should the organisation do now? 
I. How do you think you could help in the development of an environment with meaning for everyone in-
volved in the organisation? 
I. How do you think everybody feels about the ‘repositioning in the market project?’ 
I. Why? 
I. What is the main reason for that? 
I. What do you believe could be done now? 
I. Can you tell me more about that? 
I. What are those difficulties? 
I. What do you believe could be done now? 
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Appendix 5 : DESCRIPTIVE STATISTICS 
WITHIN-SUBJECTS ANALYSIS  
 
Mean Median Variance St.Deviation
1 Code3600 Week1 3,900 4,000 1,211 1,101
Week2 3,700 4,000 1,344 1,160
Week3 3,900 4,000 1,197 1,433
Week4 3,700 4,000 1,059 1,122
Week5 3,600 4,000 0,966 0,933
2 Code1100 Week1 3,800 4,000 1,067 1,033
Week2 3,500 4,000 0,500 0,707
Week3 3,500 4,000 0,500 0,707
Week4 3,600 4,000 0,933 0,966
Week5 3,400 4,000 0,933 0,966
3 Code2900 Week1 3,300 4,000 1,789 1,337
Week2 4,400 5,000 0,933 0,966
Week3 3,800 4,000 1,067 1,033
Week4 4,200 4,500 1,511 1,229
Week5 3,900 4,500 2,544 1,595
4 Code1600 Week1 4,000 4,000 1,333 1,155
Week2 3,500 3,000 2,056 1,434
Week3 3,500 4,000 1,611 1,269
Week4 3,400 4,000 0,933 0,966
Week5 4,000 4,000 1,556 1,247
5 Code1300 Week1 2,800 3,000 0,400 0,632
Week2 3,200 3,000 0,622 0,789
Week3 3,400 4,000 0,711 0,843
Week4 3,500 4,000 0,500 0,707
Week5 3,900 4,000 0,767 0,876
6 Code1200 Week1 3,000 3,000 1,333 1,155
Week2 3,300 3,000 0,456 0,675
Week3 2,900 3,000 0,767 0,876
Week4 3,500 3,000 0,500 0,707
Week5 3,500 4,000 0,500 0,707
7 Code1700 Week1 4,000 4,000 0,222 0,471
Week2 3,800 4,000 1,067 1,033
Week3 3,700 4,000 0,900 0,949
Week4 3,700 4,000 1,122 1,059
Week5 3,700 4,000 0,900 0,949
8 Code2700 Week1 3,600 4,000 0,267 0,516
Week2 3,800 4,000 0,178 0,422
Week3 3,400 3,000 0,267 0,516
Week4 3,700 4,000 0,456 0,675
Week5 2,800 3,000 0,400 0,632
HIGHER ORDER SCALES: POSITIVE AFFECT
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Mean Median Variance St.Deviation
1 Code3600 Week1 1,300 1,000 0,233 0,483
Week2 1,200 1,000 0,178 0,422
Week3 1,400 1,000 0,267 0,516
Week4 1,600 1,500 0,489 0,699
Week5 1,100 1,000 0,100 0,316
2 Code1100 Week1 3,300 3,000 0,456 0,675
Week2 2,900 3,000 0,544 0,738
Week3 2,400 2,000 0,267 0,516
Week4 1,800 2,000 0,400 0,632
Week5 2,000 2,000 0,899 0,943
3 Code2900 Week1 1,200 1,000 0,178 0,422
Week2 1,100 1,000 0,100 0,316
Week3 1,100 1,000 0,100 0,316
Week4 1,200 1,000 0,400 0,632
Week5 1,200 1,000 0,400 0,632
4 Code1600 Week1 2,000 1,500 1,556 1,247
Week2 2,500 3,000 1,833 1,354
Week3 2,300 2,000 2,011 1,418
Week4 1,500 1,000 0,500 0,707
Week5 1,200 1,000 0,178 0,422
5 Code1300 Week1 2,000 2,000 0,667 0,816
Week2 1,500 1,000 0,500 0,707
Week3 1,600 1,000 0,711 0,843
Week4 1,400 1,000 0,267 0,516
Week5 1,400 1,000 0,933 0,966
6 Code1200 Week1 2,100 1,500 1,878 1,370
Week2 2,300 2,000 0,900 0,949
Week3 1,700 1,500 0,678 0,823
Week4 1,800 2,000 0,844 0,919
Week5 2,200 2,000 1,067 1,033
7 Code1700 Week1 2,400 2,500 1,822 1,350
Week2 1,800 1,500 0,844 0,919
Week3 1,400 1,000 0,489 0,699
Week4 1,500 1,500 0,278 0,527
Week5 1,600 1,500 0,489 0,699
8 Code2700 Week1 1,800 1,500 1,067 1,033
Week2 1,100 1,000 0,100 0,316
Week3 1,000 1,000 0,000 0,000
Week4 1,400 1,000 0,267 0,516
Week5 1,200 1,000 0,178 0,422
HIGHER ORDER SCALES: NEGATIVE AFFECT
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C3600 POSITIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidence 
Interval for 
Mean
5% 
Trimmed 
Mean Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
1 Statistic 3,90 3,11 4,69 4,00 4,00 1,21 1,10 1,00 5,00 4,00 0,25 -2,26 6,62
Std. Error 0,35 0,69 1,33
2 Statistic 3,70 2,87 4,53 3,78 4,00 1,34 1,16 1,00 5,00 4,00 1,25 -1,41 2,83
Std. Error 0,37 0,69 1,33
3 Statistic 3,90 3,04 4,76 4,00 4,00 1,43 1,20 1,00 5,00 4,00 1,25 -1,71 3,71
Std. Error 0,38 0,69 1,33
4 Statistic 3,70 2,94 4,46 3,78 4,00 1,12 1,06 1,00 5,00 4,00 0,25 -2,06 5,42
Std. Error 0,33 0,69 1,33
5 Statistic 3,60 2,91 4,29 3,72 4,00 0,93 0,97 1,00 4,00 3,00 0,25 -2,66 7,19
Std. Error 0,31 0,69 1,33
C3600 NEGATIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidenc
e Interval 
for Mean
5% 
Trimmed 
Mean Median Variance td. Deviatio Minimum Maximum Range
Interquarti
le Range Skewness Kurtosis
Lower BounUpper Bound
1 Statistic 1,30 0,95 1,65 1,28 1,00 0,23 0,48 1,00 2,00 1,00 1,00 1,04 -1,22
Std. Error 0,15 0,69 1,33
2 Statistic 1,20 0,90 1,50 1,17 1,00 0,18 0,42 1,00 2,00 1,00 0,25 1,78 1,41
Std. Error 0,13 0,69 1,33
3 Statistic 1,40 1,03 1,77 1,39 1,00 0,27 0,52 1,00 2,00 1,00 1,00 0,48 -2,28
Std. Error 0,16 0,69 1,33
4 Statistic 1,60 1,10 2,10 1,56 1,50 0,49 0,70 1,00 3,00 2,00 1,00 0,78 -0,15
Std. Error 0,22 0,69 1,33
5 Statistic 1,10 0,87 1,33 1,06 1,00 0,10 0,32 1,00 2,00 1,00 0,00 3,16 10,00
Std. Error 0,10 0,69 1,33
C1100 POSITIVE AFFECT - Descriptives
TIME/WEE
K Mean
95% 
Confidence 
Interval for 
Mean
5% 
Trimmed 
Mean
Median Variance Std. Deviation Minimum Maximum Range Interquartile Range Skewness Kurtosis
Lower Bound Upper Bound
1 Statistic 3,80 3,06 4,54 3,83 4,00 1,07 1,03 2,00 5,00 3,00 2,00 -0,27 -0,90
Std. Error 0,33 0,69 1,33
2 Statistic 3,50 2,99 4,01 3,56 4,00 0,50 0,71 2,00 4,00 2,00 1,00 -1,18 0,57
Std. Error 0,22 0,69 1,33
3 Statistic 3,50 2,99 4,01 3,56 4,00 0,50 0,71 2,00 4,00 2,00 1,00 -1,18 0,57
Std. Error 0,22 0,69 1,33
4 Statistic 3,60 2,91 4,29 3,72 4,00 0,93 0,97 1,00 4,00 3,00 0,25 -2,66 7,19
Std. Error 0,31 0,69 1,33
5 Statistic 3,40 2,71 4,09 3,50 4,00 0,93 0,97 1,00 4,00 3,00 1,00 -1,96 4,19
Std. Error 0,31 0,69 1,33
C1100 NEGATIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidenc
e Interval 
for Mean
5% 
Trimmed 
Mean Median Variance td. Deviatio Minimum Maximum Range
Interquarti
le Range Skewness Kurtosis
Lower BounUpper Bound
1 Statistic 3,30 2,82 3,78 3,33 3,00 0,46 0,67 2,00 4,00 2,00 1,00 -0,43 -0,28
Std. Error 0,21 0,69 1,33
2 Statistic 2,90 2,37 3,43 2,89 3,00 0,54 0,74 2,00 4,00 2,00 1,25 0,17 -0,73
Std. Error 0,23 0,69 1,33
3 Statistic 2,40 2,03 2,77 2,39 2,00 0,27 0,52 2,00 3,00 1,00 1,00 0,48 -2,28
Std. Error 0,16 0,69 1,33
4 Statistic 1,80 1,35 2,25 1,78 2,00 0,40 0,63 1,00 3,00 2,00 1,00 0,13 0,18
Std. Error 0,20 0,69 1,33
5 Statistic 2,00 1,33 2,67 1,94 2,00 0,89 0,94 1,00 4,00 3,00 1,25 0,99 1,19
Std. Error 0,30 0,69 1,33
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POSITIVE AFFECT - Descriptives
C2900
TIME/WEEK Mean
95% 
Confidence 
Interval for 
Mean
5% 
Trimmed 
Mean Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
1 Statistic 3,30 2,34 4,26 3,33 4,00 1,79 1,34 1,00 5,00 4,00 1,50 -1,03 0,13
Std. Error 0,42 0,69 1,33
2 Statistic 4,40 3,71 5,09 4,50 5,00 0,93 0,97 2,00 5,00 3,00 1,00 -1,96 4,19
Std. Error 0,31 0,69 1,33
3 Statistic 3,80 3,06 4,54 3,89 4,00 1,07 1,03 1,00 5,00 4,00 0,00 -2,54 7,85
Std. Error 0,33 0,69 1,33
4 Statistic 4,20 3,32 5,08 4,33 4,50 1,51 1,23 1,00 5,00 4,00 1,00 -2,26 5,88
Std. Error 0,39 0,69 1,33
5 Statistic 3,90 2,76 5,04 4,00 4,50 2,54 1,60 1,00 5,00 4,00 1,75 -1,44 0,68
Std. Error 0,50 0,69 1,33
C2900 NEGATIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidenc
e Interval 
for Mean
5% 
Trimmed 
Mean Median Variance td. Deviatio Minimum Maximum Range
Interquarti
le Range Skewness Kurtosis
Lower BounUpper Bound
1 Statistic 1,20 0,90 1,50 1,17 1,00 0,18 0,42 1,00 2,00 1,00 0,25 1,78 1,41
Std. Error 0,13 0,69 1,33
2 Statistic 1,10 0,87 1,33 1,06 1,00 0,10 0,32 1,00 2,00 1,00 0,00 3,16 10,00
Std. Error 0,10 0,69 1,33
3 Statistic 1,10 0,87 1,33 1,06 1,00 0,10 0,32 1,00 2,00 1,00 0,00 3,16 10,00
Std. Error 0,10 0,69 1,33
4 Statistic 1,20 0,75 1,65 1,11 1,00 0,40 0,63 1,00 3,00 2,00 0,00 3,16 10,00
Std. Error 0,20 0,69 1,33
5 Statistic 1,20 0,75 1,65 1,11 1,00 0,40 0,63 1,00 3,00 2,00 0,00 3,16 10,00
Std. Error 0,20 0,69 1,33
POSITIVE AFFECT - Descriptives
C1600
TIME/WEEK Mean
95% 
Confidence 
Interval for 
Mean
5% 
Trimmed 
Mean Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
1 Statistic 4,00 3,17 4,83 4,06 4,00 1,33 1,15 2,00 5,00 3,00 1,50 -1,08 0,08
Std. Error 0,37 0,69 1,33
2 Statistic 3,50 2,47 4,53 3,56 3,00 2,06 1,43 1,00 5,00 4,00 2,25 -0,28 -1,00
Std. Error 0,45 0,69 1,33
3 Statistic 3,50 2,59 4,41 3,56 4,00 1,61 1,27 1,00 5,00 4,00 1,50 -0,82 0,25
Std. Error 0,40 0,69 1,33
4 Statistic 3,40 2,71 4,09 3,44 4,00 0,93 0,97 2,00 4,00 2,00 2,00 -1,04 -1,22
Std. Error 0,31 0,69 1,33
5 Statistic 4,00 3,11 4,89 4,11 4,00 1,56 1,25 1,00 5,00 4,00 1,25 -1,72 3,42
Std. Error 0,39 0,69 1,33
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C1600 NEGATIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidenc
e Interval 
for Mean
5% 
Trimmed 
Mean Median Variance td. Deviatio Minimum Maximum Range
Interquarti
le Range Skewness Kurtosis
Lower BounUpper Bound
1 Statistic 2,00 1,11 2,89 1,94 1,50 1,56 1,25 1,00 4,00 3,00 2,25 0,86 -0,91
Std. Error 0,39 0,69 1,33
2 Statistic 2,50 1,53 3,47 2,50 3,00 1,83 1,35 1,00 4,00 3,00 3,00 -0,17 -2,03
Std. Error 0,43 0,69 1,33
3 Statistic 2,30 1,29 3,31 2,28 2,00 2,01 1,42 1,00 4,00 3,00 3,00 0,22 -2,19
Std. Error 0,45 0,69 1,33
4 Statistic 1,50 0,99 2,01 1,44 1,00 0,50 0,71 1,00 3,00 2,00 1,00 1,18 0,57
Std. Error 0,22 0,69 1,33
5 Statistic 1,20 0,90 1,50 1,17 1,00 0,18 0,42 1,00 2,00 1,00 0,25 1,78 1,41
Std. Error 0,13 0,69 1,33
C1300 POSITIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidence 
Interval for 
Mean
5% 
Trimmed 
Mean Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
1 Statistic 2,80 2,35 3,25 2,78 3,00 0,40 0,63 2,00 4,00 2,00 1,00 0,13 0,18
Std. Error 0,20 0,69 1,33
2 Statistic 3,20 2,64 3,76 3,22 3,00 0,62 0,79 2,00 4,00 2,00 1,25 -0,41 -1,07
Std. Error 0,25 0,69 1,33
3 Statistic 3,40 2,80 4,00 3,44 4,00 0,71 0,84 2,00 4,00 2,00 1,25 -1,00 -0,67
Std. Error 0,27 0,69 1,33
4 Statistic 3,50 2,99 4,01 3,56 4,00 0,50 0,71 2,00 4,00 2,00 1,00 -1,18 0,57
Std. Error 0,22 0,69 1,33
5 Statistic 3,90 3,27 4,53 3,89 4,00 0,77 0,88 3,00 5,00 2,00 2,00 0,22 -1,73
Std. Error 0,28 0,69 1,33
C1300
TIME/WEEK Mean
95% 
Confidenc
e Interval 
for Mean
5% 
Trimmed 
Mean Median Variance td. Deviatio Minimum Maximum Range
Interquarti
le Range Skewness Kurtosis
Lower BounUpper Bound
1 Statistic 2,00 1,42 2,58 1,94 2,00 0,67 0,82 1,00 4,00 3,00 0,25 1,53 4,50
Std. Error 0,26 0,69 1,33
2 Statistic 1,50 0,99 2,01 1,44 1,00 0,50 0,71 1,00 3,00 2,00 1,00 1,18 0,57
Std. Error 0,22 0,69 1,33
3 Statistic 1,60 1,00 2,20 1,56 1,00 0,71 0,84 1,00 3,00 2,00 1,25 1,00 -0,67
Std. Error 0,27 0,69 1,33
4 Statistic 1,40 1,03 1,77 1,39 1,00 0,27 0,52 1,00 2,00 1,00 1,00 0,48 -2,28
Std. Error 0,16 0,69 1,33
5 Statistic 1,40 0,71 2,09 1,28 1,00 0,93 0,97 1,00 4,00 3,00 0,25 2,66 7,19
Std. Error 0,31 0,69 1,33
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C1200 POSITIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidence 
Interval for 
Mean
5% 
Trimmed 
Mean Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
1 Statistic 3,00 2,17 3,83 3,00 3,00 1,33 1,15 1,00 5,00 4,00 2,00 0,00 0,08
Std. Error 0,37 0,69 1,33
2 Statistic 3,30 2,82 3,78 3,33 3,00 0,46 0,67 2,00 4,00 2,00 1,00 -0,43 -0,28
Std. Error 0,21 0,69 1,33
3 Statistic 2,90 2,27 3,53 2,89 3,00 0,77 0,88 2,00 4,00 2,00 2,00 0,22 -1,73
Std. Error 0,28 0,69 1,33
4 Statistic 3,50 2,99 4,01 3,44 3,00 0,50 0,71 3,00 5,00 2,00 1,00 1,18 0,57
Std. Error 0,22 0,69 1,33
5 Statistic 3,50 2,99 4,01 3,56 4,00 0,50 0,71 2,00 4,00 2,00 1,00 -1,18 0,57
Std. Error 0,22 0,69 1,33
C1200 NEGATIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidenc
e Interval 
for Mean
5% 
Trimmed 
Mean Median Variance td. Deviatio Minimum Maximum Range
Interquarti
le Range Skewness Kurtosis
Lower BounUpper Bound
1 Statistic 2,10 1,12 3,08 2,06 1,50 1,88 1,37 1,00 4,00 3,00 3,00 0,75 -1,47
Std. Error 0,43 0,69 1,33
2 Statistic 2,30 1,62 2,98 2,28 2,00 0,90 0,95 1,00 4,00 3,00 1,25 0,23 -0,35
Std. Error 0,30 0,69 1,33
3 Statistic 1,70 1,11 2,29 1,67 1,50 0,68 0,82 1,00 3,00 2,00 1,25 0,69 -1,04
Std. Error 0,26 0,69 1,33
4 Statistic 1,80 1,14 2,46 1,72 2,00 0,84 0,92 1,00 4,00 3,00 1,00 1,55 3,33
Std. Error 0,29 0,69 1,33
5 Statistic 2,20 1,46 2,94 2,17 2,00 1,07 1,03 1,00 4,00 3,00 2,00 0,27 -0,90
Std. Error 0,33 0,69 1,33
C1700 POSITIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidence 
Interval for 
Mean
5% 
Trimmed 
Mean Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
1 Statistic 4,00 3,66 4,34 4,00 4,00 0,22 0,47 3,00 5,00 2,00 0,00 0,00 4,50
Std. Error 0,15 0,69 1,33
2 Statistic 3,80 3,06 4,54 3,89 4,00 1,07 1,03 1,00 5,00 4,00 0,00 -2,54 7,85
Std. Error 0,33 0,69 1,33
3 Statistic 3,70 3,02 4,38 3,83 4,00 0,90 0,95 1,00 4,00 3,00 0,00 -3,16 10,00
Std. Error 0,30 0,69 1,33
4 Statistic 3,70 2,94 4,46 3,78 4,00 1,12 1,06 1,00 5,00 4,00 0,25 -2,06 5,42
Std. Error 0,33 0,69 1,33
5 Statistic 3,70 3,02 4,38 3,83 4,00 0,90 0,95 1,00 4,00 3,00 0,00 -3,16 10,00
Std. Error 0,30 0,69 1,33
C1700 NEGATIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidenc
e Interval 
for Mean
5% 
Trimmed 
Mean Median Variance td. Deviatio Minimum Maximum Range
Interquarti
le Range Skewness Kurtosis
Lower BounUpper Bound
1 Statistic 2,40 1,43 3,37 2,39 2,50 1,82 1,35 1,00 4,00 3,00 3,00 0,09 -2,02
Std. Error 0,43 0,69 1,33
2 Statistic 1,80 1,14 2,46 1,78 1,50 0,84 0,92 1,00 3,00 2,00 2,00 0,47 -1,81
Std. Error 0,29 0,69 1,33
3 Statistic 1,40 0,90 1,90 1,33 1,00 0,49 0,70 1,00 3,00 2,00 1,00 1,66 2,05
Std. Error 0,22 0,69 1,33
4 Statistic 1,50 1,12 1,88 1,50 1,50 0,28 0,53 1,00 2,00 1,00 1,00 0,00 -2,57
Std. Error 0,17 0,69 1,33
5 Statistic 1,60 1,10 2,10 1,56 1,50 0,49 0,70 1,00 3,00 2,00 1,00 0,78 -0,15
Std. Error 0,22 0,69 1,33
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C2700 POSITIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidence 
Interval for 
Mean
5% 
Trimmed 
Mean Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
1 Statistic 3,60 3,23 3,97 3,61 4,00 0,27 0,52 3,00 4,00 1,00 1,00 -0,48 -2,28
Std. Error 0,16 0,69 1,33
2 Statistic 3,80 3,50 4,10 3,83 4,00 0,18 0,42 3,00 4,00 1,00 0,25 -1,78 1,41
Std. Error 0,13 0,69 1,33
3 Statistic 3,40 3,03 3,77 3,39 3,00 0,27 0,52 3,00 4,00 1,00 1,00 0,48 -2,28
Std. Error 0,16 0,69 1,33
4 Statistic 3,70 3,22 4,18 3,78 4,00 0,46 0,67 2,00 4,00 2,00 0,25 -2,28 4,77
Std. Error 0,21 0,69 1,33
5 Statistic 2,80 2,35 3,25 2,89 3,00 0,40 0,63 1,00 3,00 2,00 0,00 -3,16 10,00
Std. Error 0,20 0,69 1,33
C2700 NEGATIVE AFFECT - Descriptives
TIME/WEEK Mean
95% 
Confidenc
e Interval 
for Mean
5% 
Trimmed 
Mean Median Variance td. Deviatio Minimum Maximum Range
Interquarti
le Range Skewness Kurtosis
Lower BounUpper Bound
1 Statistic 1,80 1,06 2,54 1,72 1,50 1,07 1,03 1,00 4,00 3,00 1,25 1,24 0,95
Std. Error 0,33 0,69 1,33
2 Statistic 1,10 0,87 1,33 1,06 1,00 0,10 0,32 1,00 2,00 1,00 0,00 3,16 10,00
Std. Error 0,10 0,69 1,33
3 Statistic
Std. Error
4 Statistic 1,40 1,03 1,77 1,39 1,00 0,27 0,52 1,00 2,00 1,00 1,00 0,48 -2,28
Std. Error 0,16 0,69 1,33
5 Statistic 1,20 0,90 1,50 1,17 1,00 0,18 0,42 1,00 2,00 1,00 0,25 1,78 1,41
Std. Error 0,13 0,69 1,33
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Kolmogorov-Smirnov Tests of Normality  
HIGHER ORDER SCALES POSITIVE / NEGATIVE 
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HIGHER ORDER SCALES: POSITIVE AFFECT
Subject Code
3600 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 1 0,436 10 0,000    0,632 10 0,000    
Week 2 1 0,302 10 0,010    0,829 10 0,033    
Week 3 1 0,333 10 0,002    0,778 10 0,008    
Week 4 1 0,411 10 0,000    0,682 10 0,001    
Week 5 1 0,461 10 0,000    0,500 10 0,000    
a Lilliefors Significance Correction
1100 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 1 0,181 10 0,2* 0,895 10 0,191    
Week 2 1 0,360 10 0,001    0,731 10 0,002    
Week 3 1 0,360 10 0,001    0,731 10 0,002    
Week 4 1 0,461 10 0,000    0,500 10 0,000    
Week 5 1 0,333 10 0,002    0,678 10 0,000    
* This is a lower bound of the true significance.
a Lilliefors Significance Correction
2900 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 1 0,300 10 0,011    0,813 10 0,021    
Week 2 1 0,333 10 0,002    0,678 10 0,000    
Week 3 1 0,477 10 0,000    0,549 10 0,000    
Week 4 1 0,335 10 0,002    0,662 10 0,000    
Week 5 1 0,325 10 0,004    0,694 10 0,001    
a Lilliefors Significance Correction
1600 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 1 0,300 10 0,011    0,773 10 0,007    
Week 2 1 0,252 10 0,071    0,846 10 0,052    
Week 3 1 0,253 10 0,069    0,903 10 0,238    
Week 4 1 0,433 10 0,000    0,594 10 0,000    
Week 5 1 0,300 10 0,011    0,773 10 0,007    
a Lilliefors Significance Correction
1300 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 1 0,324 10 0,004    0,794 10 0,012    
Week 2 1 0,245 10 0,091    0,820 10 0,025    
Week 3 1 0,362 10 0,001    0,717 10 0,001    
Week 4 1 0,360 10 0,001    0,731 10 0,002    
Week 5 1 0,248 10 0,082    0,805 10 0,017    
a Lilliefors Significance Correction
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HIGHER ORDER SCALES: POSITIVE AFFECT
1200 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 1 0,200 10 0,2* 0,953 10 0,703    
Week 2 1 0,272 10 0,035    0,802 10 0,015    
Week 3 1 0,248 10 0,082    0,805 10 0,017    
Week 4 1 0,360 10 0,001    0,731 10 0,002    
Week 5 1 0,360 10 0,001    0,731 10 0,002    
* This is a lower bound of the true significance.
a Lilliefors Significance Correction
1700 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 1 0,400 10 0,000    0,658 10 0,000    
Week 2 1 0,477 10 0,000    0,549 10 0,000    
Week 3 1 0,524 10 0,000    0,366 10 0,000    
Week 4 1 0,411 10 0,000    0,682 10 0,001    
Week 5 1 0,524 10 0,000    0,366 10 0,000    
a Lilliefors Significance Correction
Tests of Normality
2700 Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 1 0,381 10 0,000    0,640 10 0,000    
Week 2 1 0,482 10 0,000    0,509 10 0,000    
Week 3 1 0,381 10 0,000    0,640 10 0,000    
Week 4 1 0,472 10 0,000    0,532 10 0,000    
Week 5 1 0,524 10 0,000    0,366 10 0,000    
a Lilliefors Significance Correction
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HIGHER ORDER SCALES : NEGATIVE AFFECT
Subject Code
3600 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 2 0,433 10 0,000    0,594 10 0,000    
Week 2 2 0,482 10 0,000    0,509 10 0,000    
Week 3 2 0,381 10 0,000    0,640 10 0,000    
Week 4 2 0,305 10 0,009    0,781 10 0,008    
Week 5 2 0,524 10 0,000    0,366 10 0,000    
a Lilliefors Significance Correction
1100 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 2 0,272 10 0,035    0,802 10 0,015    
Week 2 2 0,254 10 0,067    0,833 10 0,036    
Week 3 2 0,381 10 0,000    0,640 10 0,000    
Week 4 2 0,324 10 0,004    0,794 10 0,012    
Week 5 2 0,300 10 0,011    0,841 10 0,045    
a Lilliefors Significance Correction
2900 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 2 0,482 10 0,000    0,509 10 0,000    
Week 2 2 0,524 10 0,000    0,366 10 0,000    
Week 3 2 0,524 10 0,000    0,366 10 0,000    
Week 4 2 0,524 10 0,000    0,366 10 0,000    
Week 5 2 0,524 10 0,000    0,366 10 0,000    
a Lilliefors Significance Correction
1600 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 2 0,289 10 0,018    0,778 10 0,008    
Week 2 2 0,266 10 0,043    0,784 10 0,009    
Week 3 2 0,320 10 0,004    0,747 10 0,003    
Week 4 2 0,360 10 0,001    0,731 10 0,002    
Week 5 2 0,482 10 0,000    0,509 10 0,000    
a Lilliefors Significance Correction
1300 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 2 0,400 10 0,000    0,700 10 0,001    
Week 2 2 0,360 10 0,001    0,731 10 0,002    
Week 3 2 0,362 10 0,001    0,717 10 0,001    
Week 4 2 0,381 10 0,000    0,640 10 0,000    
Week 5 2 0,461 10 0,000    0,500 10 0,000    
a Lilliefors Significance Correction
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HIGHER ORDER SCALES : NEGATIVE AFFECT
1200 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 2 0,289 10 0,018    0,731 10 0,002    
Week 2 2 0,224 10 0,168    0,911 10 0,287    
Week 3 2 0,302 10 0,010    0,781 10 0,008    
Week 4 2 0,314 10 0,006    0,750 10 0,004    
Week 5 2 0,181 10 0,2* 0,895 10 0,191    
* This is a lower bound of the true significance.
a Lilliefors Significance Correction
1700 Tests of Normality
Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 2 0,250 10 0,076    0,806 10 0,017    
Week 2 2 0,308 10 0,008    0,756 10 0,004    
Week 3 2 0,416 10 0,000    0,650 10 0,000    
Week 4 2 0,329 10 0,003    0,655 10 0,000    
Week 5 2 0,305 10 0,009    0,781 10 0,008    
a Lilliefors Significance Correction
Tests of Normality
2700 Kolmogorov-Smirnov Shapiro-Wilk
GEN_DIMStatistic df Sig. Statistic df Sig.
Week 1 2 0,281 10 0,025    0,791 10 0,011    
Week 2 2 0,524 10 0,000    0,366 10 0,000    
Week 4 2 0,381 10 0,000    0,640 10 0,000    
Week 5 2 0,482 10 0,000    0,509 10 0,000    
a Lilliefors Significance Correction
b Week 3 is constant when GEN_DIM = 2,00. It has been omitted.
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Appendix 6 : DESCRIPTIVE STATISTICS  
BETWEEN-SUBJECTS ANALYSIS  
HIGHER ORDER SCALES POSITIVE / NEGATIVE AFFECT 
 
 
 
 
 
 
 
POSITIVE AFFECT - Descriptives
Participant Mean 95% Confidence Interval for Mean
5% 
Trimmed 
Mean
Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
3600 Statistic 3,76 3,46 4,06 3,84 4,00 1,12 1,06 1,00 5,00 4,00 0,00 -1,63 2,4734562
Std. Error 0,15 0,34 0,6619084
1100 Statistic 3,56 3,32 3,80 3,61 4,00 0,74 0,86 1,00 5,00 4,00 1,00 -1,19 1,80
Std. Error 0,12 0,34 0,66
2900 Statistic 3,92 3,56 4,28 4,02 4,00 1,59 1,26 1,00 5,00 4,00 1,00 -1,44 1,17
Std. Error 0,18 0,34 0,66
1600 Statistic 3,68 3,34 4,02 3,76 4,00 1,45 1,20 1,00 5,00 4,00 2,00 -0,74 -0,38
Std. Error 0,17 0,34 0,66
1300 Statistic 3,36 3,12 3,60 3,34 3,00 0,68 0,83 2,00 5,00 3,00 1,00 -0,10 -0,59
Std. Error 0,12 0,34 0,66
1200 Statistic 3,24 3,00 3,48 3,24 3,00 0,72 0,85 1,00 5,00 4,00 1,00 -0,28 -0,08
Std. Error 0,12 0,34 0,66
1700 Statistic 3,78 3,53 4,03 3,87 4,00 0,79 0,89 1,00 5,00 4,00 0,00 -2,46 5,98
Std. Error 0,13 0,34 0,66
2700 Statistic 3,46 3,28 3,64 3,52 4,00 0,42 0,65 1,00 4,00 3,00 1,00 -1,27 2,70
Std. Error 0,09 0,34 0,66
NEGATIVE AFFECT - Descriptives
Participant Mean 95% Confidence Interval for Mean
5% 
Trimmed 
Mean
Median Variance Std. Deviation Minimum Maximum Range
Interquartile 
Range Skewness Kurtosis
Lower Bound Upper Bound
3600 Statistic 1,32 1,17 1,47 1,28 1,00 0,26 0,51 1,00 3,00 2,00 1,00 1,26 0,5886005
Std. Error 0,07 0,34 0,6619084
1100 Statistic 2,48 2,23 2,73 2,48 2,00 0,79 0,89 1,00 4,00 3,00 1,00 0,15 -0,63
Std. Error 0,13 0,34 0,66
2900 Statistic 1,16 1,03 1,29 1,08 1,00 0,22 0,47 1,00 3,00 2,00 0,00 3,04 8,83
Std. Error 0,07 0,34 0,66
1600 Statistic 1,90 1,57 2,23 1,83 1,00 1,36 1,16 1,00 4,00 3,00 2,00 0,85 -0,89
Std. Error 0,16 0,34 0,66
1300 Statistic 1,58 1,36 1,80 1,49 1,00 0,62 0,78 1,00 4,00 3,00 1,00 1,44 1,94
Std. Error 0,11 0,34 0,66
1200 Statistic 2,02 1,73 2,31 1,97 2,00 1,04 1,02 1,00 4,00 3,00 2,00 0,68 -0,63
Std. Error 0,14 0,34 0,66
1700 Statistic 1,74 1,48 2,00 1,66 1,00 0,85 0,92 1,00 4,00 3,00 1,00 1,04 0,12
Std. Error 0,13 0,34 0,66
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Appendix 7 : RESULTS  
WITHIN-SUBJECTS ANALYSIS / FRIEDMAN TESTS 
 
 
 
 
 
 Higher Order  Scale / POSITIVE AFFECT
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week1 3,35 3,60 1,95 3,65 1,90 2,60 3,35 3,20
Week2 2,85 2,85 3,90 2,70 2,70 3,10 3,10 3,80
Week3 3,35 2,85 2,50 2,60 3,20 2,30 2,85 2,80
Week4 2,85 3,10 3,45 2,45 3,20 3,45 2,85 3,65
Week5 2,60 2,60 3,20 3,60 4,00 3,55 2,85 1,55
Test Statistics a
N 10 10 10 10 10 10 10 10
Chi-Square 3,600 7,077 15,150 7,120 14,000 7,225 3,556 17,423
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,463 0,132 0,004 0,13 0,007 0,124 0,469 0,002
p. 46,30% 13,20% 0,40% 13,00% 0,70% 12,40% 46,90% 0,20%
a. Friedman Test
Higher Order  Scale / NEGATIVE AFFECT
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week1 2,95 4,55 3,10 3,20 3,95 3,10 4,10 3,85
Week2 2,70 3,95 2,85 3,80 2,85 3,25 3,15 2,65
Week3 3,20 2,80 2,85 3,55 3,05 2,60 2,45 2,40
Week4 3,70 1,70 3,10 2,40 2,65 2,75 2,55 3,30
Week5 2,45 2,00 3,10 2,05 2,50 3,30 2,75 2,80
Test Statistics a
N 10 10 10 10 10 10 10 10
Chi-Square 11,385 29,261 2,400 19,312 11,064 2,406 12,308 12,419
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,023 0,000 0,663 0,001 0,026 0,661 0,015 0,014
p. 2,30% 0,00% 66,30% 0,10% 2,60% 66,10% 1,50% 1,40%
a. Friedman Test
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JOVIALITY
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week 1 4,13 2,31 2,25 3,75 1,63 3,13 2,69 3,13
Week 2 2,50 2,81 3,44 1,31 3,06 2,50 3,31 3,88
Week 3 3,69 2,88 1,94 2,88 3,19 2,06 2,69 2,63
Week 4 2,06 3,88 3,69 2,88 2,75 3,00 3,00 3,69
Week 5 2,63 3,13 3,69 4,19 4,38 4,31 3,31 1,69
Test Statistics
N 8 8 8 8 8 8 8 8
Chi-Square 16,559 7,506 12,483 17,617 19,683 10,874 3,636 14,000
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,002 0,111 0,014 0,001 0,001 0,028 0,457 0,007
a.Friedman 
p. 0,24% 11,15% 1,41% 0,15% 0,06% 2,80% 45,74% 0,73%
SELF ASSURANCE
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week 1 2,95 4,55 3,10 3,20 3,95 3,10 4,10 3,85
Week 2 2,70 3,95 2,85 3,80 2,85 3,25 3,15 2,65
Week 3 3,20 2,80 2,85 3,55 3,05 2,60 2,45 2,40
Week 4 3,70 1,70 3,10 2,40 2,65 2,75 2,55 3,30
Week 5 2,45 2,00 3,10 2,05 2,50 3,30 2,75 2,80
Test Statistics
N 10 10 10 10 10 10 10 10
Chi-Square 11,385 29,261 2,400 19,312 11,064 2,406 12,308 12,419
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,023 0,000 0,663 0,001 0,026 0,661 0,015 0,014
a.Friedman Test
p. 2,26% 0,00% 66,26% 0,07% 2,59% 66,15% 1,52% 1,45%
ATTENTIVENESS
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week 1 2,75 3,63 2,25 3,50 2,13 3,38 2,88 4,13
Week 2 3,38 3,00 3,50 2,88 3,38 3,88 2,88 3,50
Week 3 3,38 2,38 2,88 2,88 4,00 2,25 2,88 2,25
Week 4 2,75 3,00 2,88 2,88 2,75 2,13 3,50 3,50
Week 5 2,75 3,00 3,50 2,88 2,75 3,38 2,88 1,63
Test Statistics
N 4 4 4 4 4 4 4 4
Chi-Square 1,714 5,000 2,545 0,667 5,778 5,961 4,000 9,000
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,788 0,287 0,637 0,955 0,216 0,202 0,406 0,061
a.Friedman Test
p. 78,81% 28,73% 63,65% 95,54% 21,64% 20,21% 40,60% 6,11%
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FEAR
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week 1 3,00 4,42 2,75 3,33 3,50 3,42 3,83 3,42
Week 2 2,58 3,83 3,17 3,33 2,83 2,67 3,50 3,25
Week 3 3,42 2,75 2,75 3,67 3,17 3,50 2,67 2,42
Week 4 3,42 1,25 3,17 2,67 2,50 2,33 2,67 3,17
Week 5 2,58 2,75 3,17 2,00 3,00 3,08 2,33 2,75
Test Statistics
N 6 6 6 6 6 6 6 6
Chi-Square 5,714 18,237 2,400 9,846 2,857 3,121 6,444 3,623
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,222 0,001 0,663 0,043 0,582 0,538 0,168 0,459
a.Friedman 
p. 22,15% 0,11% 66,26% 4,31% 58,20% 53,78% 16,83% 45,95%
HOSTILITY
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week 1 2,90 4,20 3,90 3,20 4,60 2,90 4,20 4,50
Week 2 2,40 3,90 3,30 4,00 2,10 3,50 2,80 2,30
Week 3 3,30 2,40 2,70 4,40 3,00 2,40 2,30 2,30
Week 4 4,00 1,90 2,80 1,80 2,20 3,20 2,50 3,20
Week 5 2,40 2,60 2,30 1,60 3,10 3,00 3,20 2,70
Test Statistics
N 5 5 5 5 5 5 5 5
Chi-Square 7,137 10,757 5,961 15,802 11,167 2,809 10,044 11,586
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,129 0,029 0,202 0,003 0,025 0,590 0,040 0,021
a.Friedman 
p. 12,88% 2,94% 20,21% 0,33% 2,48% 59,04% 3,97% 2,07%
GUILT
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week 1 2,67 4,33 3,33 3,08 4,00 3,17 3,58 2,92
Week 2 3,08 3,67 2,92 3,50 2,75 3,75 3,00 3,33
Week 3 3,08 3,33 2,92 2,67 2,75 2,50 2,33 2,92
Week 4 3,50 2,17 2,92 3,08 2,75 3,25 2,67 2,92
Week 5 2,67 1,50 2,92 2,67 2,75 2,33 3,42 2,92
Test Statistics
N 6 6 6 6 6 6 6 6
Chi-Square 4,667 16,889 4,000 4,667 12,000 5,623 7,000 4,000
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,323 0,002 0,406 0,323 0,017 0,229 0,136 0,406
a.Friedman 
p. 32,32% 0,20% 40,60% 32,32% 1,74% 22,91% 13,59% 40,60%
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SADNESS
Participant: 3600 1100 2900 1600 1300 1200 1700 2700
Mean Rank
Ranks
Week 1 2,30 4,70 3,10 2,70 4,30 4,40 4,00 3,90
Week 2 3,30 4,00 3,60 4,10 1,60 3,30 2,30 3,40
Week 3 1,90 2,10 2,60 3,40 4,00 3,20 3,20 2,40
Week 4 4,30 1,40 2,60 2,70 3,10 2,20 2,30 2,40
Week 5 3,20 2,80 3,10 2,10 2,00 1,90 3,20 2,90
Test Statistics
N 5 5 5 5 5 5 5 5
Chi-Square 10,667 17,176 4,000 6,743 13,639 8,565 5,722 8,500
df 4 4 4 4 4 4 4 4
Asymp. Sig. 0,031 0,002 0,406 0,150 0,009 0,073 0,221 0,075
a.Friedman 
p. 3,06% 0,18% 40,60% 15,01% 0,85% 7,29% 22,09% 7,49%
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Appendix 8 : RESULTS  
BETWEEN-SUBJECTS ANALYSIS KRUSKAL-WALLIS TESTS 
HIGHER ORDER SCALES POSITIVE / NEGATIVE AFFECT 
In Box-plots, individuals are identified with numbers.  
The number –code equivalence is shown in the table below: 
 Participant     Participant’s code 
1 3600
2 1100
3 2900
4 1600
5 1300
6 1200
7 1700
8 2700
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HIGH ORDER SCALES POSITIVE AFFECT 
 
 
 
Tests of Normali ty
,390 50 ,000 ,695 50 ,000
,335 50 ,000 ,789 50 ,000
,345 50 ,000 ,723 50 ,000
,265 50 ,000 ,858 50 ,000
,240 50 ,000 ,862 50 ,000
,215 50 ,000 ,879 50 ,000
,478 50 ,000 ,496 50 ,000
,319 50 ,000 ,702 50 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-Wilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 50 227,87 Chi-Square 42,4833                                 
1100 50 192,50 df 7,00
2900 50 253,88 Asymp. Sig. 0,0000                                   
1600 50 217,53 a Kruskal Wallis Test
1300 50 163,02 b Grouping Variable: INDIVID
1200 50 149,77
1700 50 228,57
2700 50 170,86
Total 400
5050505050505050N =
INDIVID
87654321
SC
O
R
E
6
5
4
3
2
1
0
1716
1343266
17066263498
13496 027
256
586
1306226946 7129665
16435 739287
56692201 468
929562021 81530
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HIGH ORDER SCALES NEGATIVE AFFECT 
 
 
Tests of Normali ty
,434 50 ,000 ,613 50 ,000
,246 50 ,000 ,874 50 ,000
,514 50 ,000 ,386 50 ,000
,340 50 ,000 ,731 50 ,000
,330 50 ,000 ,717 50 ,000
,228 50 ,000 ,826 50 ,000
,309 50 ,000 ,766 50 ,000
,447 50 ,000 ,542 50 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-Wilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 50 163,19 Chi-Square 86,400                                   
1100 50 296,13 df 7,00
2900 50 135,16 Asymp. Sig. 0,000                                     
1600 50 212,77 a Kruskal Wallis Test
1300 50 193,55 b Grouping Variable: INDIVID
1200 50 239,36
1700 50 208,28
2700 50 155,56
Total 400
5050505050505050N =
INDIVID
87654321
SC
O
R
E
4,5
4,0
3,5
3,0
2,5
2,0
1,5
1,0
,5
1791433635547162
354
351341433211764
3041 24166
174438
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JOVIALITY 
 
 
Tests of Normali ty
,296 40 ,000 ,798 40 ,000
,202 40 ,000 ,853 40 ,000
,243 40 ,000 ,823 40 ,000
,182 40 ,002 ,911 40 ,004
,300 40 ,000 ,832 40 ,000
,229 40 ,000 ,868 40 ,000
,420 40 ,000 ,554 40 ,000
,344 40 ,000 ,688 40 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-W ilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 40 156,34 Chi-Square 39,299                                   
1100 40 130,30 df 7,00                                      
2900 40 208,04 Asymp. Sig. 0,000                                     
1600 40 139,18 a Kruskal Wallis Test
1300 40 173,43 b Grouping Variable: INDIVID
1200 40 109,59
1700 40 188,98
2700 40 178,16
Total 320
4040404040404040N =
INDIVID
87654321
SC
O
R
E
6
5
4
3
2
1
0
1396138614022
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SELF-ASSURANCE 
 
 
Tests of Normali ty
,345 30 ,000 ,750 30 ,000
,440 30 ,000 ,577 30 ,000
,421 30 ,000 ,622 30 ,000
,337 30 ,000 ,638 30 ,000
,426 30 ,000 ,675 30 ,000
,380 30 ,000 ,757 30 ,000
,433 30 ,000 ,514 30 ,000
,362 30 ,000 ,710 30 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-Wilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 30 146,93 Chi-Square 103,283                                 
1100 30 113,65 df 7,00
2900 30 126,50 Asymp. Sig. 0,000                                     
1600 30 185,25 a Kruskal Wallis Test
1300 30 125,87 b Grouping Variable: INDIVID
1200 30 43,98
1700 30 142,43
2700 30 79,38
Total 240
3030303030303030N =
INDIVID
87654321
SC
O
R
E
6
5
4
3
2
1
0
356973
16256
30611247
10312720
9231362
62253531027
561347
1107873
1247806128
23100262383
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ATTENTIVENESS 
 
 
Tests of Normali ty
,438 20 ,000 ,611 20 ,000
,450 20 ,000 ,448 20 ,000
,361 20 ,000 ,637 20 ,000
,279 20 ,000 ,807 20 ,001
,324 20 ,000 ,744 20 ,000
,281 20 ,000 ,855 20 ,006
,538 20 ,000 ,236 20 ,000
,361 20 ,000 ,637 20 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-Wilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 20 94,70 Chi-Square 59,332                                   
1100 20 88,65 df 7,00
2900 20 122,28 Asymp. Sig. 0,000                                     
1600 20 90,63 a Kruskal Wallis Test
1300 20 47,53 b Grouping Variable: INDIVID
1200 20 49,58
1700 20 92,03
2700 20 58,63
Total 160
2020202020202020N =
INDIVID
87654321
SC
O
R
E
5,5
5,0
4,5
4,0
3,5
3,0
2,5
2,0
1,5
1309
111195003450
1011
625
108924116
237 
 
FEAR 
 
 
Tests of Normali ty
,503 30 ,000 ,452 30 ,000
,293 30 ,000 ,854 30 ,001
,476 30 ,000 ,515 30 ,000
,338 30 ,000 ,721 30 ,000
,336 30 ,000 ,736 30 ,000
,328 30 ,000 ,827 30 ,000
,318 30 ,000 ,762 30 ,000
,462 30 ,000 ,559 30 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-Wilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 30 81,00 Chi-Square 71,244
1100 30 176,00 df 7,00
2900 30 87,57 Asymp. Sig. 0,000
1600 30 123,97 a Kruskal Wallis Test
1300 30 114,63 b Grouping Variable: INDIVID
1200 30 172,03
1700 30 119,57
2700 30 89,23
Total 240
3030303030303030N =
INDIVID
87654321
SC
O
R
E
4,5
4,0
3,5
3,0
2,5
2,0
1,5
1,0
,5
17145569383472
1474
14641764
15844202
166474
1404647566
238 
 
GUILT 
 
 
Tests of Normali ty
,517 30 ,000 ,404 30 ,000
,231 30 ,000 ,859 30 ,001
,539 30 ,000 ,180 30 ,000
,390 30 ,000 ,647 30 ,000
,377 30 ,000 ,686 30 ,000
,299 30 ,000 ,777 30 ,000
,428 30 ,000 ,576 30 ,000
,539 30 ,000 ,180 30 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-Wilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 30 97,13 Chi-Square 66,870
1100 30 180,37 df 7,00
2900 30 88,10 Asymp. Sig. 0,000
1600 30 123,67 a Kruskal Wallis Test
1300 30 126,50 b Grouping Variable: INDIVID
1200 30 147,77
1700 30 113,93
2700 30 86,53
Total 240
3030303030303030N =
INDIVID
87654321
SC
O
R
E
4,5
4,0
3,5
3,0
2,5
2,0
1,5
1,0
,5
395
1522959571
6202024
239 
 
HOSTILITY 
 
 
Tests of Normali ty
,369 25 ,000 ,706 25 ,000
,262 25 ,000 ,812 25 ,000
,416 25 ,000 ,562 25 ,000
,222 25 ,003 ,839 25 ,001
,277 25 ,000 ,789 25 ,000
,369 25 ,000 ,655 25 ,000
,249 25 ,000 ,812 25 ,000
,327 25 ,000 ,710 25 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-Wilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 25 81,56 Chi-Square 45,483                                   
1100 25 155,02 df 7,00
2900 25 70,92 Asymp. Sig. 0,000                                     
1600 25 121,72 a Kruskal Wallis Test
1300 25 103,28 b Grouping Variable: INDIVID
1200 25 81,62
1700 25 104,38
2700 25 85,50
Total 200
2525252525252525N =
INDIVID
87654321
SC
O
R
E
6
5
4
3
2
1
0
14711461613361771144172
36
240 
 
SADNESS 
 
 
 
Tests of Normali ty
,354 25 ,000 ,710 25 ,000
,237 25 ,001 ,865 25 ,003
,493 25 ,000 ,449 25 ,000
,284 25 ,000 ,790 25 ,000
,260 25 ,000 ,842 25 ,001
,258 25 ,000 ,887 25 ,010
,310 25 ,000 ,786 25 ,000
,469 25 ,000 ,533 25 ,000
INDIVID
1
2
3
4
5
6
7
8
SCORE
Stat istic df Sig. Stat istic df Sig.
Kolmogorov-Smirnova Shapiro-Wilk
Lilliefors Significance Correctiona. 
Ranks Test Statistics
INDIVID N Mean Rank SCORE
SCORE 3600 25 74,98 Chi-Square 79,881                                   
1100 25 147,34 df 7,00
2900 25 62,04 Asymp. Sig. 0,000                                     
1600 25 94,60 a Kruskal Wallis Test
1300 25 103,30 b Grouping Variable: INDIVID
1200 25 159,54
1700 25 103,42
2700 25 58,78
Total 200
2525252525252525N =
INDIVID
87654321
SC
O
R
E
6
5
4
3
2
1
0
1889 239
76735055
3631 755
11307
263
65265
860
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Appendix 9 : RESULTS – COMBINED TABLES  
 
 
 
 
 
 
 
 
Mean Rank
Participants P.A N.A Joviality Self Assurance
Attentivene
ss Fear Hostility Guilt Sadness
3600 227,87 163,19 156,34 146,93 94,70 81,00 81,56 97,13 74,98
1100 192,50 296,13 130,30 113,65 88,65 176,00 155,02 180,37 147,34
2900 253,88 135,16 208,04 126,50 122,28 87,57 70,92 88,10 62,04
1600 217,53 212,77 139,18 185,25 90,63 123,97 121,72 123,67 94,60
1300 163,02 193,55 173,43 125,87 47,53 114,63 103,28 126,50 103,30
1200 149,77 239,36 109,59 43,98 49,58 172,03 81,62 147,77 159,54
1700 228,57 208,28 188,98 142,43 92,03 119,57 104,38 113,93 103,42
2700 170,86 155,56 178,16 79,38 58,63 89,23 85,50 86,53 58,78
Kruskal-Wallis Mean Ranks - with significant results from Friedman's test outside bordered / coloured
Participants P.A N.A Joviality Self Assurance
Attentivene
ss Fear Hostility Guilt Sadness
3600 227,87 163,19 156,34 146,93 94,70 81,00 81,56 97,13 74,98
1100 192,50 296,13 130,30 113,65 88,65 176,00 155,02 180,37 147,34
2900 253,88 135,16 208,04 126,50 122,28 87,57 70,92 88,10 62,04
1600 217,53 212,77 139,18 185,25 90,63 123,97 121,72 123,67 94,60
1300 163,02 193,55 173,43 125,87 47,53 114,63 103,28 126,50 103,30
1200 149,77 239,36 109,59 43,98 49,58 172,03 81,62 147,77 159,54
1700 228,57 208,28 188,98 142,43 92,03 119,57 104,38 113,93 103,42
2700 170,86 155,56 178,16 79,38 58,63 89,23 85,50 86,53 58,78
Kruskal-Wallis Mean Ranks - with significant results from Friedman's test outside bordered
& P/N Ratio - List sorted by  P/N
Participants P.A N.A P/N Joviality Self Assurance
Attentivene
ss Fear Hostility Guilt Sadness
2900 253,88 135,16 1,88 208,04 126,50 122,28 87,57 70,92 88,10 62,04
3600 227,87 163,19 1,40 156,34 146,93 94,70 81,00 81,56 97,13 74,98
2700 170,86 155,56 1,10 178,16 79,38 58,63 89,23 85,50 86,53 58,78
1700 228,57 208,28 1,10 188,98 142,43 92,03 119,57 104,38 113,93 103,42
1600 217,53 212,77 1,02 139,18 185,25 90,63 123,97 121,72 123,67 94,60
1300 163,02 193,55 0,84 173,43 125,87 47,53 114,63 103,28 126,50 103,30
1100 192,50 296,13 0,65 130,30 113,65 88,65 176,00 155,02 180,37 147,34
1200 149,77 239,36 0,63 109,59 43,98 49,58 172,03 81,62 147,77 159,54
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Appendix 10: Participants’ top ten reported-transcribed constructions of 
meaning 
 
Chart in Mekko graphics drawn from table below 
 
 
 
 
 
 
 
 
 
 
Source: N-VIVO Output -cross-table 
 
 
 
WHO IS 
= 3600
WHO IS 
= 1100
WHO IS 
= 2900
WHO IS 
= 1600
WHO IS 
= 1300
WHO IS 
= 1200
WHO IS 
= 1700
WHO IS 
= 2700
Leadership 1 2 2 2 1 5 3 1
Emotional Climate related components 1 2 0 3 4 4 2 0
Directions - Goal orientation 3 0 3 2 1 1 2 3
Alignment of task (existential=normative primary) 1 1 2 0 2 2 2 2
Career path - Personal Development 1 4 0 3 1 1 2 3
Professional Identity - face saving 3 1 0 2 0 1 3 3
Feelings of Justice 1 2 0 4 2 0 3 0
Structure, processes, rules, regulations, procedures 2 2 0 0 3 0 2 1
Reward 1 1 0 3 0 3 1 1
Participation 1 1 1 0 2 2 0 3
Reappraisal 0 1 1 0 3 1 3 0
Alignmet  oftask (existna l=ormv primay) ProfesinalIdty -cvg Struce, pos s, lg lationdP articpns
2 901 63272 70
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Appendix 11 : Constructions of Meaning for participant 3600  
 
Constructions of Meaning No of References % Coverage 3600 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
References(
Like to Like)
17 28 16% 179
Communication 4 36%
Line 4: and to be possible to communicate with others, line13: 
What I would like is to be able to communicate and talk the 
same language at work, line17: To have someone [with whom] 
you can communicate;, line19: There is the problem of 
communication
0 11
Achievement - Results 3 27%
Line 2: What is the satisfaction that you receive from your work? 
Results; reward; advancement!, line 4: to receive satisfaction 
from the accomplishments, from the results, line 17: ..the 
internal personal satisfaction that the achievement of your 
objectives gives you
0,5 11
Professional Identity - face 
saving 3 23%
Line 2: To do what I like and what I know; a job that creates 
meaning to me, it is clear the achievement of targets the 
management of people and doing quality tasks, line10: [Do]they  
not have a professional or corporate […] identity? , they are lost, 
they need guidance, coaching and direction,line13:That we speak 
about the same thing presupposes knowledge of the subject and 
knowledge of the subordinate.
1,5 13
Directions - Goal orientation 3 20%
Line 4: to have the resources and the means to do them, line 13: 
clear directions do not exist at the company,.. line 14: I am trying 
to keep up, be clear, prioritise and do my job,  line 16: I believe 
for my subordinates ...they need guidance, coaching and 
direction […] clear direction
2,0 15
Roles - Job Description 2 33% Line 4: clear things to do, line 13: clear directions do not exist 0,5 6
Structure, processes, rules, 
regulations, procedures 2 20%
Line 19: it is the environment, the company, also the 
businessman as well as the structure and the targets, line 19: 
there is the problem of communication, of bureaucracy..
1,5 10
Interest 1 25% 0,5 4
Personal goals 1 20% Line 2: to do what I like and what I know; 1 5
Knowledge of the Job - good 
job 1 20%
Line 13: if we speak for the same thing, it presupposes 
knowledge of the subject and knowledge of the subordinate 0,5 5
Responsibility 1 14% Line 4: clear things to do [implies that then one is being responsible] 0,5 7
Reward 1 10% Line 2: What is the satisfaction that you receive from your work? Results; reward; advancement! 1 10
Participation 1 10% Line 2: .. the management of people and doing quality tasks 1 10
Alignment of task 
(existential=normative primary) 1 8% Line 4: to do things that seem right, that you believe 2 12
Feelings of Justice 1 8% Line 16: ..[…] important[…] fair and equal treatment. 1,5 12
Career path - Personal 
Development 1 7%
Line 2: What is the satisfaction that you receive from your work? 
Results; reward; advancement! 1,5 15
Emotional Climate related 
components 1 6% Line 4: to do things that do not making you bored 2 16
Leadership 1 6% Line 19: it is the environment, the company, also the businessman 2 17
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Appendix 12: Constructions of Meaning for participant 1100  
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Constructions of Meaning No of References % Coverage 1100 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
References(
Like to 
Like)
20 31 16% 193
Career path - Personal 
Development 4 27%
Line 2: A creative one with future and potential, line11: and a clear 
picture for the personal prospective and potentials, line21: The 
same as above and to feel that they develop professionally, line23: 
The same with me towards my supervisor; to feel that they develop 
and grow as professionals.
1,5 15
Consistency 3 43%
Line8: There is inconsistency between theory and practice, between 
those things that are transferred (communicated) and you agree 
when you hear them and those that are practiced, line11: 
consistency in the relation, line 35: to remain stable and consistent, 
towards all of my collaborations. 
0,5 7
Cohesiveness - Essence 2 33%
Line 13: Mutual respect in needs, understanding the needs of 
others, and common -mutual business ethics in the approach to 
cooperation and to be able to approach the issues with common 
language and a common understanding in a common way, line 4: it 
is to share with others, principles, targets and business ethics.
1 6
Fellowship 2 29%
Line 13: Mutual respect in the needs, understanding of the needs of 
the other and common – mutual business ethics in the approach of 
cooperation and line 13: to be able to approach the issues with 
common language and a common understanding a common way
0 7
Structure, processes, rules, 
regulations, procedures 2 20%
Line 25: The company culture, the non-productive procedures, 
difficulties in implementation, line 33: The second is to change the 
criteria of hiring new employees
1,5 10
Feelings of Justice 2 17%
Line 11: honesty, consistency in the relation, line 25 cont. in 27: 
The company culture, the non-productive procedures, difficulties in 
implementation, behaviours from colleagues, imbalances within 
hierarchical levels [the subject's reply with face expressions, 
implied injustice] .. [Imbalances] either in rewards or in 
behavioural treatment, issues that start always from the general 
management
1,5 12
Emotional Climate related 
components 2 13%
Line 13: Mutual respect in the needs, understanding of the needs of 
the other and common – mutual business ethics in the approach of 
cooperation and to be able to approach the issues with common 
language and a common understanding a common way, line 16: to 
feel that they are motivated from the collaboration holistically
2 16
Leadership 2 12%
Line8: This is also an issue of the top management, line27: issues 
that always start  from the general management. If the general 
management does not do it in a proper way, or if does certain 
things bad, these go through the lower hierarchical levels in all 
departments), and as  a result of social arrangement (line13: mutual 
business ethics in the approach of cooperation … common 
language and a common understanding,
2 17
Interest 1 25% 0,5 4
Knowledge of the Job - good 
job 1 20%
Line 8 : Methodology for planning, …allocation and delegation of 
tasks, follow up the issues, all They are simply not in the level I 
would like them to be;
0,5 5
Involvement 1 17%
Line 16: To be able to transfer to them everything what I am 
required to do from my supervisor and to feel that they are 
motivated from the collaboration holistically
0,5 6
Blame and Credit (climate) 1 14%
Line 14:  blame is impliedon others [Communicate clearly what 
they mean and follow a business methodology] [Not something 
different depending on stakes in relation to every situation]
1 7
Learning - Learning transfer - 
coping 1 14%
Line 19: to add value in our collaboration, by transferring new 
systems and new application in my job. 0,5 7
Reappraisal (Positive) 1 11%
Line 11: Because I am a human, I take many initiatives (at least I 
think so), and I would like to know if those [initiatives] are aligned 
with the demands and the expectations of my supervisor. Do they 
give added value? Meaning that, to have a feedback in the initiative 
I take
1 9
Social relationships 1 11% Line 13:  understanding of the needs of the other 1 9
Reward 1 10% Line 2: ..and potential, high rewards [financial] that could cover your needs [satisfactory] . 1 10
Participation 1 10% Line 4: it is to share with others, principles, targets and business ethics 1 10
Achievement - Results 1 9%
Line 19: . Besides of the achievement of mutual objectives and 
targets (quantitative and qualitative) to be able to add value in our 
collaboration
0,5 11
Alignment of task 
(existential=normative primary) 1 8%
Line 8 : I am not doing it in the extend that I would like to, due to 
the different perceptions- conceptions rather in the way of 
managing and handling …this is done due to a lack of a 
methodology and a correct approach towards the various topics.
2 12
Professional Identity - face 
saving 1 8%
Line 4:To have good cooperation with other people and to have 
similar perspective in viewing business and everyday work. ..; 
these things are enough form me; I don’t need bigger office space 
or new furniture [he is referring to the latest renovation of his 
office furniture with indifference], it is to share with others, 
principles, targets and business ethics
1,5 13
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Appendix 13: Constructions of Meaning for participant 2900  
 
Constructions of Meaning No of References % Coverage 
2900 - Participant's 'replies' quoted from the Interview 
extract
Total - 
Participants'-
Median
Total 
References(
Like to 
Like)
11 17 17% 102
Directions - Goal orientation 3 20%
Line18:To decide what the company wants to do; and 
then what I have to do, line20: This is changing every 
week and every month! there have been five changes up 
to now, line22: I might have helped, maybe; let them tell 
me what they want and we all see!
2,0 15
Problem solving - Decision 
making 2 33%
Line 2: To have an essence and not a surface, not being 
like a show-case, to end somewhere, to do the right 
things, line 14: another [finds meaning] from solving his 
problems 
1 6
Roles - Job Description 2 33% Line 18: ..what is that I have to do , line 22: let them tell me what they want and we see! 0,5 6
Alignment of task 
(existential=normative primary) 2 17%
Line 6: Your basic task is the one that it is requested from 
you to do; and what I am expected to do is not known to 
me, and line 14: [implies the need for alignment ] 
2 12
Leadership 2 12%
Line16: The one that defines the subject of your work, 
and I don’t know who he is, line 18: to decide what they 
want [leadership] the company to do..
2 17
Personal goals 1 20%
Line14: One finds meaning from his relations with some 
others, another finds meaning from fulfilling his personal 
objectives, no matter which are the company’s objectives, 
the other from his motives for power, another from 
solving his problems, another from showing-off as 
expert, etc.
1 5
Cohesiveness - Essence 1 17% Line 2: To have an essence and not a surface 1 6
Blame and Credit (climate) 1 14% Line 4: to duck and keep low profile [laughing] 1 7
Reappraisal (Positive) 1 11%
Line 9: [ importance of reappraisal is implied in the 
absense of supervisor] I don’t have a contact, besides I 
have two or three supervisors
1 9
Social relationships 1 11% Line 14: One finds meaning from his relations with some others 1 9
Participation 1 10%
Line 11: Daily human discussions with them [my 
colleagues], since I do not have subordinates, it is only to 
force discussions with colleagues to do my job
1 10
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Appendix 14: Constructions of Meaning for participant 1600 
 
Constructions of Meaning No of References % Coverage 
1600 - Participant's 'replies' quoted from the Interview 
extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
16 35 23% 152
Feelings of Justice 4 33%
(line 9: to have a feeling of justice and to see that my 
supervisor has knowledge of the ‘subject’ (knows the job),  
line 11: …concerning me to have dignity and pride, to know 
what they have to do and how to do it, to recognise their 
responsibilities, line 24: Meritocracy, and production of 
knowledge, line 26: With that, meritocracy and pro-duction 
of knowledge).
1,5 12
Responsibility 3 43% line 11 0,5 7
Learning - Learning transfer - 
coping 3 43%
(line 18: …these are exceptions, they like to obtain 
knowledge and learn, they like what they do, line 24: and 
production of knowledge, line 26: production of knowledge).
0,5 7
Recognition from peers - 
Acceptance 3 43%
(line 2: …social recognition…, line 16: Knowledge, money 
and social recognition, line 11: and to feel recognised) 0 7
Reward 3 30% (line 2: money, line 16: Knowledge, money …, line 18: money) 1 10
Career path - Personal 
Development 3 20%
(line 18:but some have ambitions; these are exceptions, they 
like to obtain knowledge and learn, they like what they do. 
line 20: fulfilment of their ambitions, line 26: Devel-opment 
of people helps in the harmonious functioning of the 
company). 
1,5 15
Emotional Climate related 
components 3 19%
(line 2: Money, social recognition, no routine, a job that 
would give me excitement, line 18: money, friendly known 
environment, good climate, line 20: Acquisition of 
knowledge, good atmosphere – clime, money and the 
fulfilment of their ambitions).
2 16
Knowledge of the Job - good 
job 2 40%
(line 9: ..to see that my supervisor has knowledge of the 
‘subject’ (knows the job),  line 11: … to know what they 
have to do and how to do it)
0,5 5
Professional Identity - face 
saving 2 15%
(line 18: there are of course some that like what they 
do…but some have ambitions) 1,5 13
Directions - Goal orientation 2 13%
(line 22: this presupposes that certain things be done; if it 
remains only in words then it is not a direction. If action is 
taken then it is a direction)
2,0 15
Leadership 2 12% (line 22: Firstly, the supervisor and the direction of the company) 2 17
Interest 1 25% 0,5 4
Personal goals 1 20% line 20 :..the fullfilment of their ambitions 1 5
Problem solving - Decision 
making 1 17% (line 22: If action is taken then it is a direction) 1 6
Appreciation for the Job Well 
done 1 17% (line 11: and to feel recognised). 0,5 6
Consistency 1 14%
(line 22: this presupposes that certain things be done; if it 
remains only in words then it is not a direction. If action is 
taken then it is a direction)
0,5 7
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Appendix 15: Constructions of Meaning for participant 1300 
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Constructions of Meaning No of References % Coverage 
1300 - Participant's 'replies' quoted from the Interview 
extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
20 45 23% 197
Achievement - Results 6 55%
( line2: visible results coming fast, that creates good 
mood in my colleagues and myself, while simultaneously 
increasing the basic size of the company, line14: 
efficiency , line16: personal efficiency and team 
efficiency, line21: and efficiency  as I said before, line29: 
To seek for more efficiency)
0,5 11
Communication 5 45%
(line14: transparency in communication, line19: …to 
have quality in communication, line29: …to work in the 
information flow, line 31 work in balancing formal and 
informal communication…, line 35: multiply informal 
contacts and build personal networks...)
0 11
Emotional Climate related 
components 4 25%
 (line2: that creates good mood in my colleagues and 
myself, line 4: fun, line 19: fun, nice atmosphere – 
climate that creates a good working environment and 
positive attitudes, line 21 and (line 27: Quality of people, 
for example nice presence helps in the environment, the 
quality of the human resources (people) gives meaning 
,..)
2 16
Empowerment 3 50%
(line 12:  Support in general, coaching, clear instructions, 
continuous challenge, and motivation to exceed my 
potential, line 23:space to advance and enrich their 
responsibilities, variety in job content, line31: 
empowerment).
0 6
Reappraisal (Positive) 3 33% (line12: coaching, line16: timely feedback line33: And appraisal development) 1 9
Structure, processes, rules, 
regulations, procedures 3 30%
(line29: To seek for more efficiency, to avoid replication, 
to avoid multiplication, to streamline hierarchy levels, 
for example.., to work in the information flow), (line 33: 
Basically I see all these as a part of efficiency,  and I 
could say that some processes should become more 
standardised., (line 35: ..in order to facilitate day-to-day 
business issues, design and propose process 
improvements with specific focus in benefits to the 
stakeholders..)
1,5 10
Involvement 2 33% (Line 4 and line 14) 0,5 6
Responsibility 2 29% (line19) 0,5 7
Consistency 2 29%
(line21: Consistency between colleagues, and top 
management; (…) something between consistency and 
accountability )
0,5 7
Social relationships 2 22% 1 9
Participation 2 20%
(Line 4: the participation of people in results, the 
satisfaction of the team – of every team- the personal 
satisfaction of everyone), (line 14: Fun, cross-functional 
work)
1 10
Alignment of task 
(existential=normative primary) 2 17%
Line 6: I was expecting something else [laughing], 
lines7and 9. 2 12
Feelings of Justice 2 17% (line14: transparency in communication, line 16: honesty) 1,5 12
Personal goals 1 20% line 4 1 5
Problem solving - Decision 
making 1 17% (line31: improve decision-making process) 1 6
Cohesiveness - Essence 1 17% 1 6
Blame and Credit (climate) 1 14% (line19: Accountability, to value the effort of the guidelines given) 1 7
Directions - Goal orientation 1 7% (line 12: Support in general, coaching, clear instructions) 2,0 15
Career path - Personal 
Development 1 7%
(line23: Should I have in my mind specific persons? [ 
Beckoning yes] , yes, so career expectations, to see that 
they have space to advance and enrich their 
responsibilities)
1,5 15
Leadership 1 6%
(line 26: Simultaneously the organisation and individual. 
The organisation is reflected in every supervisor and each 
one has a marginal manoeuvre in order to have personal 
meaning).
2 17
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Appendix 16: Constructions of Meaning for participant 1200 
 
Constructions of Meaning No of References % Coverage 1200 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
21 34 17% 197
Leadership 5 29%
(line17: To have the freedom to work comfortably 
(psychologically), see me as a fellow-worker, line26: The fish stinks 
from the head, line30: the ‘family’ should not be detached from the 
company, line:34: It’s not only me who is able to give solutions, 
line34: To participate in a team that will change things and put 
things into action), 
2 17
Emotional Climate related 
components 4 25%
(line4: so that misery doesn’t exist in the environment, line6:This, 
has consequences for all, I mean the environment, it is important not 
to have misery around,for people not to feel fear because they expect 
to be punished for  not working if they take a lunch break, line28: 
it’s only the accusations that are personal, line34: to change the 
mentality of the company, for example: you leave at seven o’clock 
in the afternoon and they tell you that it is a half-day holiday !)
2 16
Reward 3 30%
Line 24: reward (acknowledgement), line28: Nobody has properly 
rewarded anyone, [publicly acknowledge one’s performance, 
contribution],, line30: To reward, not only through the bonuses, but 
also in different ways 
1 10
Learning - Learning transfer - 
coping 2 29%
Line 13: To be possible to tell, that he solves the issues, work is 
moving, he is covered (informed); a demand that you have (is)that 
he should transfer knowledge - generally or specifically to your 
subject, line 24: ..they want to learn..
0,5 7
Fellowship 2 29%
(line2: What I am interested in is that the environment and the 
people around me move in the framework that they have mutually 
developed, line 17: see me as a fellow-worker, imperviousness 
should not exist, respect instead of fear, […] things that go beyond 
the frame of responsibilities)
0 7
Participation 2 20% Line28: the middle management level is totally amputated, they are not associates of the decisions, line2:they have mutually developed 1 10
Alignment of task 
(existential=normative primary) 2 17%
Line 2: To deal with sales […] but not now […] what I am doing 
now, line 10: . I do what I am expected to do, the same things I told 
you before. [He believes that is aligned]
2 12
Knowledge of the Job - good 
job 1 20%
Line 13: a demand that you have (is)that he should transfer 
knowledge - generally or specifically to your subject 0,5 5
Problem solving - Decision 
making 1 17% (line13) 1 6
Cohesiveness - Essence 1 17% (line34: To participate in a team that will change things and put things into action) 1 6
Appreciation for the Job Well 
done 1 17% Line 24: reward [in the sense of (acknowledgement) ] 0,5 6
Involvement 1 17% Line 28: the middle management level is totally amputated, they are not associates of the decisions 0,5 6
Blame and Credit (climate) 1 14% 1 7
Responsibility 1 14% Line 34: Development and modulation of my subordinates and collaborators. It’s not only me that is able to give solutions 0,5 7
Consistency 1 14% Line30 :To deal with people, to do what it promises [speaks about the company].  0,5 7
Recognition from peers - 
Acceptance 1 14%
Line 15: The primary thing that I want is my acceptance as a 
professional, common view (perspective), collaboration, 
understanding and help in the subject that everyone is involved.
0 7
Reappraisal (Positive) 1 11% (line24) 1 9
Social relationships 1 11% 1 9
Professional Identity - face 
saving 1 8%
Line 8: ...involvement in sales, besides theory and marketing, 
especially here where we implement plans ASAP and without 
budget
1,5 13
Directions - Goal orientation 1 7%
Line24 : They want freedom, control, guidance, stable and 
continuous guidance, they want to learn, pleasant environment, 
reward [acknowledgement]
2,0 15
Career path - Personal 
Development 1 7%
Line34: Development and modulation of my subordinates and 
collaborators 1,5 15
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Appendix 17: Constructions of Meaning for participant 1700 
 
Constructions of Meaning No of References % Coverage 1700 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
18 39 21% 189
Social relationships 4 44%
Line 12: the response, mutual respect, right judgements, line 
14: mutual understanding, line 14: see the needs of other 
departments, line 16: ..whatever I am asking I should also give 
to my subordinates
1 9
Recognition from peers - 
Acceptance 3 43%
Line25: to get the respect from the rest of the team, is 
important. It is different to say that, being from outside, but 
carrying the specific role you can understand, line32: Everyone 
knows and does not know who I am!, line38: We have an issue 
with the other departments, how to show my work.
0 7
Fellowship 3 43%
Line 12: being together in bad and good things, line 14: to 
respect the job of others, and not annihilate the job of other, this 
is not a good fellowship and 32 : ..I was protecting him and the 
team..they have never shielded me.
0 7
Reappraisal (Positive) 3 33%
Line 12: the response, mutual respect, right judgements, ..job 
description, mutual support.. Being together in bad and good 
things, Line 27: to teach me, an evaluation should take place .. 
With clarity that would say: you have these advantages and 
these dissadvantages, in order for you to improve you should 
do..., Line 32 : .. I have not done this conversation with my 
supervisor, or with his supervisor, why?
1 9
Feelings of Justice 3 25%
(Line 12: the response, mutual respect, right judgements, line 
12: to know what I am saying goes through the management as 
mine…, line 32: everyone knows …)
1,5 12
Professional Identity - face 
saving 3 23%
(lines7 -12), (line 25: but carrying the specific role you can 
understand), and lines 32-34. 1,5 13
Leadership 3 18% (line5, line 30 and line54:everything starts from the top: it is responsible for making this culture work) 2 17
Appreciation for the Job Well 
done 2 33% Lines 27 and 32 0,5 6
Structure, processes, rules, 
regulations, procedures 2 20%
Line 25: so I mean myself I am not covered by the job , line 30: 
HR function; that plays very important role in the company...the 
roles and the organisational laws,  
1,5 10
Alignment of task 
(existential=normative primary) 2 17%
line 25: ..So I mean if myself I am not covered by the job I have 
and the work I do then it is my fault, and the company's also.. 2 12
Directions - Goal orientation 2 13% lines 2 and 3: …to have tangible realistic targets [the subject implies target setting and direction] 2,0 15
Career path - Personal 
Development 2 13%
(line7: Something very important that the company has not 
developed is training. We had it in the past; it was the objective 
of 20% of people in every team to be ready for a promotion, 
line28: Clear career path, line23: I also have people who want 
prospects, have ambitions and want to develop fast).
1,5 15
Emotional Climate related 
components 2 13%
(Line2: To wake up in the morning in high spirits, not saying ‘I 
m going there again’..,to have tangible-realistic targets, 
line3:To have relative [to targets] appropriate reward, 
prospects, and motives).
2 16
Roles - Job Description 1 17% Line 12: …clear roles and very important: job description 0,5 6
Blame and Credit (climate) 1 14%
line 54: everything starts from the head; is responsible to make 
this culture pass through, not to search for victims [these are the 
ones responsible]
1 7
Learning - Learning transfer - 
coping 1 14%
Line 36: I think I am doing that [contribute for meaning 
creation for everyone in the company]; I might have to improve 
my communication with other departments, for example I am 
getting nervous with you sometimes, but now there is nothing 
that I have to share so I should not be getting nervous. 
0,5 7
Reward 1 10% line 3: appropriate reward, prospects and motives 1 10
Achievement - Results 1 9% line 25: the results, to reach the targets, to get the respect from the rest of the team.. 0,5 11
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Appendix 18: Constructions of Meaning for participant 2700 
 
 
Constructions of Meaning No of References % Coverage 2700 - Participant's 'replies' quoted from the Interview extract
Total - 
Participants'-
Median
Total 
Reference
s(Like to 
Like)
18 33 20% 165
Empowerment 3 50%
Line 10: I should develop and support with my department an 
infrastructure of systems and sales administrative support,i.e. 
productivity solutions .., line 13:developing and creating a basis 
[infrastructure] on which we should step on and continue to do 
our job is a way that might create meaning to me, line 23: ..give 
the whole picture of what they are supposed to do..to make 
them feel important..
0 6
Participation 3 30%
Line 7: engage in more refined projects, to have open 
communications, good team spirit, in the working environment, 
common culture, processes that would support team spirit and 
teamwork, Line 17: to have the whole picture of the things I am 
about to implement, line 23:I am also trying to give them 
always the whole picture of what they are supposed to do and 
why they have to do it, in order to make them feel important for 
what they do, for what they are contributing.
1 10
Professional Identity - face 
saving 3 23% Implied in lines 4, 23 and 42 1,5 13
Directions - Goal orientation 3 20%
Line 17: To have the whole picture for the things I am about to 
implement, line 23: . I am also trying to give them always the 
whole picture of what they are supposed to do and why they 
have to do it, line 39: The basic step should be to have very 
clear the where you want to go!
2,0 15
Career path - Personal 
Development 3 20%
Line 4: the job as such, the working environment ,the 
prospect[potential] for progress, line 23: to be able to personally 
contribute to their personal as well as professional 
advancement, ... I feel satisfied when they are progressing in 
personal level also, line33: To feel that there is a perspective for 
personal growth. Their performance is linked to the ability to 
progress further in the organisation.
1,5 15
Appreciation for the Job Well 
done 2 33%
Line 23: ..in order to make them feel important for what they 
do, for what they are contributing, line 33: To feel that there is a 
perspective for personal growth.
0,5 6
Involvement 2 33% Line 17 and line 23, [constructed the same as participation] 0,5 6
Blame and Credit (climate) 2 29%
Line 27: To be always ok with deadlines and not be exposed to 
others (departments, other supervisors) in the organization, line 
30: Their primary objective is to have things (priorities and 
tasks) done
1 7
Communication 2 18% Line 7: ..to have open communications.., line 20: to be able to communicate properly.. 0 11
Alignment of task 
(existential=normative primary) 2 17%
Line 36: You cannot make a personification.  It is a matter of 
substructures in view of the primary task = what we have to 
do?= On top of that …, line 39: the change of culture should be 
done … very clear the where you want to go!
2 12
Interest 1 25% Line 4: A job that could make me happy is the interesting one. 0,5 4
Personal goals 1 20% Line 30: ..to have [their] things (priorities and tasks) done 1 5
Problem solving - Decision 
making 1 17%
Line 20: to have things we decide moving and not getting 
stucked 1 6
Cohesiveness - Essence 1 17% Line 23: ..in order to make them feel important for what they do, for what they are contributing 1 6
Roles - Job Description 1 17% Line 39: The basic step should be to have very clear the where you want to go. 0,5 6
Structure, processes, rules, 
regulations, procedures 1 10%
Line 7: engage in more refined projects, to have open 
communications, good team spirit, in the working environment, 
common culture, processes that would support team spirit and 
teamwork
1,5 10
Reward 1 10% Line 33:  Their performance is linked with the ability to progress further in the organization. 1 10
Leadership 1 6%
Line 36: You cannot make a personification.  It is a matter of 
substructures in view of the primary task = what we have to 
do?= On top of that the new commercial director has much 
more demands in the mentality 'part' and the way of working
2 17
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Appendix 19: INTERVIEW EXTRACTS – NVIVO7 
Name: Interviews\RayK 
Description: Code 3600 
¶1: I. Could you describe a job {that you could do} that would create meaning to you? 
¶2: R. To do what I like and what I know; a job that creates meaning to me, it is clear: the 
achievement of targets, the management of people and doing quality tasks. What is the satisfac-
tion that you receive from your work? Results; reward; advancement! 
¶3: Ι. What is meaning? 
¶4: R. Clear things to do, to have the resources and the means to do them […] to receive satisfac-
tion for the accomplishments, from the results, and to be able to communicate with others. To do 
things that are not making you bored, to do things that seem right, that you believe. 
¶5: Ι. Can you tell me what you think you should do in your work? {What it is required to do?} 
¶6: R. Change of the company image in the market, management of people, achievement of tar-
gets, identification and exploitation of opportunities  
¶7: I. Can you tell me what you do in your work? 
¶8: R. The things I just said. […] The main thing [most important] is to teach people to work 
properly! 
¶9: I. What do you mean by that? 
¶10: R. They do not have a professional or corporate […] identity? , they are lost, they need guid-
ance, coaching and direction […] clear direction 
¶11: Ι. Can you tell me what gives you meaning in your everyday contacts with:  
¶12: I. Your supervisor and colleagues? 
¶13: R. Nothing very specific in particular. What I would like is to be able to communicate and 
talk the same language at work. That we speak for the same thing presupposes knowledge of the 
subject and knowledge of the subordinate. Clear directions do not exist at the company; however 
this is not affecting me.  
¶14: I am trying to keep up, be clear, prioritise and do my job. 
¶15: I. Your subordinates? 
¶16: R. I believe that for my subordinates the same with me is true […] prioritisation of goals, 
clear guidelines and […] important […]fair and equal treatment. 
¶17: To have someone with whom you can communicate; and with the internal personal satisfac-
tion that the achievement of your objectives gives you.  The same is true of my supervisor.  
¶18: I. Whose responsibility is it to have meaning from the work you do? 
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¶19: R. It is the environment, the company also, the business man as well as the structure and the 
targets. There is the problem of communication, of bureaucracy, things that also came out from 
the last personnel satisfaction research. 
¶20: Change process 
¶21: I. How do you think everybody feels about the repositioning in the market project? 
¶22: R. Very few have an opinion about that, because they do not know. In order to have an opin-
ion you should know what the competition is doing; what the customers are doing; what the trends 
are; what happens in other countries; what is happening to the economy, etc. Who can give an-
swers for all of these?  
¶23: And also they don’t feel it, not because some people consider that this is not needed, but be-
cause they have become used to a status, especially the older, many years of routine and objective 
difficulties. Most have not tried to understand or to become conscious of the need for change; 
even the supervisors have not tried to change the mentality and the attitude of their people; that is 
happening throughout the company. 
¶24: I. How do you feel in general? 
¶25: R. You feel blocked up, there is so much bureaucracy […], things […] etc. 
-------------------------------------------------------------------------------------------------------------------- 
Name: Interviews\Paul 
Description: Code 1100 
¶1: I. Could you describe a job {that you could do} that would create meaning to you? 
¶2: R. A creative one with future and potential, high rewards [financial] that could satisfactorily 
cover your needs  
¶3: Ι.What is meaning? 
¶4: R. To have good cooperation with other people and to have similar perspective in viewing 
business and everyday work. ..; these things are enough for me; I don’t need bigger office space or 
new furniture [he is referring to the latest renovation of his office furniture with indifference], it is 
to share with others, principles, targets and business ethics. 
¶5: Ι. Can you tell me what you think you should do in your work? {What it is required to do?}  
¶6: R. To follow for implementation the common agreed company objectives and to develop peo-
ple; my team.  
¶7: I. Can you tell me what you do in your work? 
¶8: R. I am not doing it in the extend that I would like to, due to the different perceptions- concep-
tions rather in the way of managing and handling of things between upper management and mid-
dle level management. My way, my approach, my perception of managing day to day issues is not 
keeping pace with the way that the higher level of management is practicing it. [By it, he means 
the management of the every day working issues]. [And explains:] Methodology for planning, al-
location and delegation of tasks, follow up of the issues, all. They are simply not in the level that I 
would like them to be; they don’t go with the needs of the middle management and with the needs 
of the upper management. [There is no alignment]. There is inconsistency between theory and 
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practice between those things that are transferred (communicated) and you agree when you hear 
them and those that they are practiced this is done due to a lack ness of a methodology and a cor-
rect approach towards the various topics. This is also an issue of the top management.  
¶9: Ι. Can you tell me what gives you meaning in your every day contacts with:  
¶10: I. Your supervisor? 
¶11: R. Because I am a human, I take many initiatives (at least I think so), and I would like to 
know if those [initiatives] are aligned with the demands and the expectations of my supervisor. Do 
they give added value? Meaning that, to have a feedback in the initiative I take, honesty, consis-
tency in the relation, namely in the behaviour, and a clear picture for the personal prospective and 
potentials. [Considering his answers later we might say that he wants to feel that is developing as 
a professional]  
¶12: I. Your colleagues in other departments? 
¶13: R. Mutual respect in the needs, understanding of the needs of the other and common – mu-
tual business ethics in the approach of cooperation and to be able to approach the issues with 
common language and a common understanding a common way. 
¶14: [Communicate clearly what they mean and follow a business methodology] [Not something 
different depending on stakes in relation to every situation] 
¶15: I. Your subordinates? 
¶16: R. To be able to transfer to them everything what I am required to do from my supervisor and 
to feel that they are motivated from the collaboration holistically. 
¶17: Ι. Can you tell me what you believe it is that gives them meaning? 
¶18: I. To your supervisor? 
¶19: R. Besides of the achievement of mutual objectives and targets (quantitative and qualitative) 
to be able to add value in our collaboration, by transferring new systems and new application in 
my job. 
¶20: I. To your colleagues in other departments? 
¶21: R. The same as above and to feel that they develop professionally. 
¶22: I. To your subordinates? 
¶23: R. The same with me towards my supervisor; to feel that they develop and grow as profes-
sionals. 
¶24: I. Whose responsibility is it to have meaning from the work you do? 
¶25: R. The company culture, the non-productive procedures, difficulties in implementation, be-
haviours from colleagues, imbalances within hierarchical levels.. 
¶26: I. Can you {tell} elaborate more on that?  
¶27: R. [Imbalances] either in rewards or in behavioural treatment, issues that start always from 
the general management. If the general management does not do it in a proper way, or if does cer-
tain things badly, these go through the lower hierarchical levels in all departments 
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¶28: I. What do you think the organisation should do in the future in relation to that (mean-
ing)? 
¶29: R. All things are not doing correctly.  
¶30: I. Can you tell more about that? 
¶31: R. I would like that a common company culture could exist and developed, which presup-
poses two things.  
¶32: I. What is that, that could have been done? / What should the organisation do now? 
¶33: R. The first is to have a direct clearing up of personnel, not so much in terms of experience 
and knowledge but in the level of the way of thinking and approaching of topics and everyday 
working issues; and of collaborations. The second is to change the criteria of hiring new employ-
ees. 
¶34: I. How do you think you could help in the development of an environment with meaning 
for everyone involved in the organisation? 
¶35: R. To pass the same mentality and approach to my people, to remain stable and consistent, 
towards all of my collaborations (with my supervisor, my subordinates, cross – departmentally, as 
far as concerns the way of approaching all these collaborations, based on the corporate culture that 
we would like to be developed. 
¶36: Change process 
¶37: I. How do you think everybody feels about the repositioning in the market project? 
¶38: R. Deeply within, I believe that they want it, but one is waiting for the other; few are those 
that can be drivers in that attempt. All want to be followers; that is why this cannot succeed easily. 
There is not self motivation, because there is not methodology; nobody knows how to do it. Repo-
sitioning in the market means change of attitude and approach. Most people wait something to be 
given (tools, approach, framework, outline), in order to move, in order for us to do it. Deeply 
within, none is looking to what [he/she] can do to contribute alone [himself/herself]. 
¶39: I. Why? 
¶40: R. Because what we say ‘soul’ is been vanished; [the company] has acquired a vague image 
of ‘the company’; when a party of salesmen or executives comes and dissociate themselves from 
the company by saying: ‘what does the company say, what the company wants?’ then what is the 
future of this company? This gives me the impression of apostatization [distancing] of us from the 
organisation, which [organisation] we ourselves compose of; therefore, it is like looking at the 
company as something neutral to us, as something separate for which we are working for; it is like 
the company is an invisible employer, from whom we request and demand everything, without 
showing to him our face , forgetting that the face of the employer is us ourselves ; the face is the 
management, the supportive departments, everyone has a role in the organisation. When we say 
that it is the company’s fault it is not something impersonal, nevertheless, we are us, ourselves. 
¶41: …This has been vanished. 
¶42: I strongly believe that it existed in the past. Now there is this distancing from the company 
which [company] we consider as something immaterial, that there is but doesn’t have a form and 
a shape; you can not direct responsibility to something that is ideal, immaterial;  with the sense of 
responsibility, responsibility can only be addressed to people. [But none is addressing issues to 
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something specific but instead to the company hazily] The organisation and the company is not an 
abstract; most people are confronting the company as an abstract concept.   
¶43: I. What is the main reason for that? 
¶44: R. It is a matter of professional education in terms of paidia, and matter of gaps between the 
levels of collaborations; understanding, interaction in transferring and communicating with same 
standards of mentality and attitude, thought, approach towards the everyday collaboration topics. 
¶45: I. What you believe could be done now? 
¶46: R. The levels should come closer;  
¶47: I. Can you tell me more about that? 
¶48: R. Closer with change of the corporate culture; and in order to do this change half of the per-
sonnel should be fired, at that moment! ; Everyone involved should understand; and should it 
should be clear to all what should be the role and ones contribution in a company! ; People think 
that procedures, profit, turnover, organisation, are abstract concepts!, they believe that the salary 
is being donated; is a present of favour; that their relation with the company is something for 
granted. But it is not! 
¶49: I. Why you think is this happening? 
¶50: R. Maybe it originates from the lack of information and participation (practically and actu-
ally) of all the levels in the various questionings and issues of the company  
¶51: I. What you believe could be done now? 
¶52: R. Ultimately all are issues of the management, the ways that things the management says are 
transferred; a top down push approach is not enough; I am telling you and you should tell those 
things to your subordinates is not enough; I would expect that the top management could tell di-
rectly those things downwards. ; Stability doesn’t help also; the big employee turnover we have is 
not helping the last years; many see the company as an opportunistic step and not as an organisa-
tion where they could have a developing career. 
---------------------------------------------------------------------------------------------------------------------- 
Name: Interviews\PeterN 
Description: Code 2900 
¶1: I. Could you describe a job {that you could do} that would create meaning to you? 
¶2: R. To have an essence and not a surface, not to be like a show-case, to end somewhere, to do 
the right things 
¶3: Ι. What is meaning? 
¶4: R. To do the duck, keep low profile! [Laughing] 
¶5: Ι. Can you tell me what you think you should do in your work? {What is required to do?}  
¶6: R. Your basic task is the one that it is requested from you to do; and what I am expected to do 
is not known to me. Today something happened that is revolutionary, which I cannot discuss, but 
how many of these things could happen because the company does not take a position. 
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¶7: Ι. Can you tell me what gives you meaning in your every day contacts with:  
¶8: I. Your supervisor? 
¶9: R. I don’t have a contact, besides I have two or three supervisors. 
¶10: I. Your colleagues in other departments? 
¶11: R. Daily human discussions with them, since I do not have subordinates, it is only to force 
discussions with colleagues to do my job 
¶12: Ι. Can you tell me what you believe it is that gives them meaning? 
¶13: I. To your colleagues in other departments? 
¶14: R. One finds meaning from his relations with some others, another finds meaning from ful-
filling his personal objectives no matter which are the company’s objectives, the other from his 
motives for power, another from solving his problems, another from showing-off as expert, etc.  
¶15: I. Whose responsibility is it to have meaning from the work you do? 
¶16: R. The one that defines the subject of your work that I don’t know who he is. 
¶17: I. What do you think the organisation should do in the future in relation to that (mean-
ing)? 
¶18: R. To decide what is that the company wants to do; and then what is that I have to do  
¶19: I. Can you tell more about that? 
¶20: R. This is changing every week and every month! There have been 5 changes up to now. 
¶21: I. How do you think you could help in the development of an environment with meaning 
for everyone involved in the organisation? 
¶22: R. I might have helped, maybe; let them tell me what they want and we see! 
¶23: Change process 
¶24: I. How do you think everybody feels about the repositioning in the market project? 
¶25: R. They do not feel like aligned; because each is moving around where his mind is able to- 
necessarily. A triangle will be seen differently from each one from a different angle; so an ana-
lytical plan of repositioning should be done; everyone should understand it with the same way; 
have a precise and mutual definition; you should describe what you are. 
¶26: [The respondent seemed very preoccupied from specific issues that exist between himself 
and the company, and it was decided not to insist in following the semi-structured format, and 
not to move with a free floating conversation which was about to misdirect with details of certain 
incidents]. 
-------------------------------------------------------------------------------------------------------------------- 
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Name: Interviews\James 
Description: Code 1600 
¶1: I. Could you describe a job {that you could do} that would create meaning to you? 
¶2: R. Money, social recognition, no routine, a job that would give me excitement [this is also de-
fined as meaning by the respondent] 
¶3: Ι. What is meaning? 
¶4: R. What I have told,  
¶5: Ι. Can you tell me what you think you should do in your work? {What is required to do?}  
¶6: R. Guardian, trustee, the blending of the requests of marketing and logistics with the needs of 
sales department  
¶7: Ι. Can you tell me what gives you meaning in your every day contacts with:  
¶8: I. Your supervisor? 
¶9: R. to have a feeling of justice and to see that my supervisor has knowledge of the ‘subject’ 
[knows the job]  
¶10: I. Your colleagues in other departments? 
¶11: R. The same with above, and to feel recognised, concerning me to have dignity and pride, to 
know what they have to do and how to do it, to recognise their responsibilities. 
¶12: I. Your subordinates? 
¶13: R. I believe the same with my colleagues  
¶14: Ι. Can you tell me what you believe it is that gives them meaning? 
¶15: I. To your supervisor? 
¶16: R. Knowledge, money and social recognition 
¶17: I. To your colleagues in other departments? 
¶18: R. money, friendly known environment, good climate, there are of course some that like 
what they do. Some are here looking the former I said, but some have ambitions; these are excep-
tions, they like to obtain knowledge and learn, they like what they do. 
¶19: I. To your subordinates? 
¶20: R. Acquisition of knowledge, good atmosphere – climate, money and the fulfilment of their 
ambitions 
¶21: I. Whose responsibility is it to have meaning from the work you do? 
¶22: R. Firstly the supervisor and the direction of the company. For example the direction might 
be to develop new managers; this presupposes certain things to be done; if it remains only in 
worlds then it is not a direction, if action is taken then it is a direction; if the manager is not im-
plementing things towards this direction then it is his fault. 
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¶23: I. What do you think the organisation should do in the future in relation to that (mean-
ing)? 
¶24: R. Meritocracy, and production of knowledge. 
¶25: I. How do you think you could help in the development of an environment with meaning 
for everyone involved in the organisation? 
¶26: R. With that, meritocracy and production of knowledge. Development of people helps in the 
harmonious functioning of the company. 
¶27: Change process 
¶28: I. How do you think everybody feels about the repositioning in the market project? 
¶29: R. There are some that want and some look like they want but it is indifferent to them.  
¶30: I. Why? 
¶31: R. To want to improve some things is normal for those that are interested; some are not pro-
fessionals, they live in comfort, they see the company like a step for something else; these know 
that they have an expiration date; and another category exists, those that either do not understand 
what that change means, or they are not capable to help towards this direction, they do not have 
the knowledge. 
-------------------------------------------------------------------------------------------------------------------- 
Name: Interviews\Max 
Description: Code 1300 
¶1: I. Could you describe a job {that you could do} that would create meaning to you? 
¶2: R. With visible results fast, that creates good mood in my colleagues and myself, while simul-
taneously increases the basic sizes of the company. 
¶3: Ι.What is meaning? 
¶4: R. The participation of people in results, the satisfaction of the team – of every team- the per-
sonal satisfaction of everyone. 
¶5: Ι. Can you tell me what you think you should do in your work? {What is required to do?}  
¶6: R. I was expecting something else!! [Laughing]  
¶7: Considering that I am new at work, and I am still discovering things, [I could say] that there is 
an issue of how it has been communicated to me what I am expected to do; especially in relation 
to soft issues like for example: what is the weight of the position and my role to how business is 
directed.; to tell you for example the work that has to be done towards the coming renewal of our 
contracts with the principal, in relation to the total negotiation and the general direction for the 
strategic role to partnership. 
¶8: I. So what is that you do in your work? 
¶9: R. To promote cooperation with the principal – customer, in the level of results but also in 
practices and procedures, and to improve the relationship, - as this improvement could be under-
stood by each party involved. 
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¶10: Ι. Can you tell me what gives you meaning in your every day contacts with:  
¶11: I. Your supervisor? 
¶12: R. Support in general, coaching, clear instructions, continuous challenge, and motivation to 
exceed my potential  
¶13: I. Your colleagues in other departments? 
¶14: R. Fun, cross functional work, transparency in communication and efficiency (which when-
ever exists creates meaning) 
¶15: I. Your subordinates? 
¶16: R. Fun, personal efficiency and team efficiency - (many things from what I have told you 
before) - honesty and timely feedback. 
¶17: Ι. Can you tell me what you believe it is that gives them meaning? 
¶18: I. To your supervisor? 
¶19: R. Accountability, to worth the effort of the guidelines given, to have an active listening , 
from my side to as a subordinate to have quality in communication, commitment and personal ac-
countability, fun, nice atmosphere – climate that creates a good working environment and positive 
attitudes.  
¶20: I. To your colleagues in other departments? 
¶21: R. Consistency between colleagues, and top management; […] something between consis-
tency and accountability. Fun and efficiency I told before, I think that everyone wants that, but 
everyone blames the others for not having that.  That is why discussions about rewards are fo-
cused only in monetary rewards, and not in intrinsic benefits.  
¶22: I. To your subordinates? 
¶23: R. Should I have in my mind specific persons? [ Beckoning yes] , yes, so career expectations, 
to see that they have space to advance and enrich their responsibilities, variety in job content, effi-
ciency of the organisation and other departments,- of the  internal clients of the company.  
¶24: (might speak about his own role in his subordinates meaning development) 
¶25: I. Whose responsibility is it to have meaning from the work you do? 
¶26: R. Simultaneously the organisation and individual. The organisation is reflected in every su-
pervisor and each one has a marginal manoeuvre in order to have personal meaning.  
¶27: Quality of people, for example nice presence helps in the environment, the quality of the hu-
man resources [people] gives meaning ,which has to do with culture, and finally with fit in the 
organisation  
¶28: I. What do you think the organisation should do in the future in relation to that (mean-
ing)? 
¶29: R. To seek for more efficiency, to avoid replication, to avoid multiplication, to streamline 
hierarchy levels (for example field sales force), to work in the information flow. 
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¶30: I. Can you tell more about that? 
¶31: R. Basically work on balancing formal and informal communication, empowerment, improve 
decision making process, simplify things.    
¶32: I. What could be done? / What should the organisation do now? 
¶33: R. Basically I see all these as a part of efficiency I told, and I could say that some processes 
should become more standardised. For example HR; should become established with: succession 
planning, objectives setting, monitoring, and appraisal development. Maybe it is the most relevant 
part and more operational but also it is helping in organisational efficiency and in the corporate 
identity. 
¶34: I. How do you think you could help in the development of an environment with meaning 
for everyone involved in the organisation? 
¶35: R. Multiply informal contacts  and build personal networks, in order to facilitate day to day 
business issues, design and propose process improvements with specific focus in benefits to the 
stakeholders (this is important in order to sell it), to portray the examples, meaning to personally 
demonstrate. 
¶36: Change process 
¶37: I. How do you think everybody feels about the repositioning in the market project? 
¶38: R. Not very satisfactorily 
¶39: I. Why?  
¶40: R. If there was a better way…, I would try a bigger crisis which would address a big change, 
like: unfreeze something, analysis, freeze again. I would have done more conferences, I would 
invested more in communication of this attempt, I would have tried to make it an umbrella con-
cept for company many processes around it; more intense, frequent and powerful with variety.  
¶41: I. What is the main reason for that? 
¶42: R. No the reason that people are not aligned can be thrashed out very hard; it is resistance to 
change, there is mistrust; they see change with half an eye, in the sense it is not a big deal! And 
they might also extrapolate that the situation can continue to be as it is and each one will remain 
individually intact. 
¶43: I. What you believe could be done now? 
¶44: R. It has to do with how much the critical mass has been impregnated with what I was telling 
before. When the mass is in that clime I said, it is more difficult to change; if there are some 
agents spread they might possibly help. But I feel that most are not in a good climate. 
¶45: I. Why you think is this happening? 
¶46: R. Mistrust as I said in the consistency of the organisation; how this has been developed I 
don’t know! Possibly from multiple events. 
¶47: Moreover, an element of the culture of the organisation (the tolerance) ,the human face with 
its bad interpretation, also contributes. It might be also the performance standards which are not 
aggressively defined; consequently as a result we are moving again in basic processes! 
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-------------------------------------------------------------------------------------------------------------------- 
Name: Interviews\Antony 
Description: Code 1200 
¶1: I. Could you describe a job {that you could do} that would create meaning to you? 
¶2: R. To deal with sales […] but not now […] what I am doing now in working with marketing 
issues; this doesn’t interest me, I am not interested in the subject. What I am interested for is that 
the environment and the people around me to move in the framework that they have mutually de-
veloped.  
¶3: Ι. Can you tell more about that? 
¶4: R. The environment [working environment] is interesting, however the company premises 
should have been somewhere else. Somewhere with more people around [he talks for the physical 
location as the explanation of ‘however’ and he implies a more populated and commercial envi-
ronment in terms of area - place], so as that you would be able to take a launch break, so that mis-
ery doesn’t exist in the environment [now he talks for the psychological environment] 
¶5: Ι. What is meaning? 
¶6: R. This, has consequences for all, I mean the environment, is important not to have misery 
around, people not to carry fear because they expect to be punished because they are not working 
if they take a launch break, conditions that people should understand that even if they make a mis-
take it is ok, they should learn something and move ahead. 
¶7: Ι. Can you tell me what you think you should do in your work? {What is required to do?}  
¶8: R I was always a ‘pass partu’; two are my basic jobs: Support and development of chilled 
products division, ‘baby sitting’ in the difficult clients [he refers to this client service jokingly], 
internally involvement in sales, besides theory and marketing, especially here where we imple-
ment plans ASAP and without budget, and the part of sales operation, with main task the model-
ling of communications between sales and marketing in order to prepare means. [Commercial re-
sources and support]. 
¶9: I. Can you tell me what you do in your work? 
¶10: R. I do what I am expected to do, the same things I told you before. [He believes that is 
aligned] 
¶11: Ι. Can you tell me what gives you meaning in your every day contacts with:  
¶12: I. Your supervisor? 
¶13: R. To be possible to tell, that he solves the issues, work is moving, he is covered (informed); 
a demand that you have (is)that he should transfer knowledge - generally or specifically to your 
subject.    
¶14: I. Your colleagues in other departments? 
¶15: R. The primary thing that I want is my acceptance as a professional, common view (perspec-
tive), collaboration, understanding and help in the subject that everyone is involved. 
¶16: I. Your subordinates? 
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¶17: R. To have the freedom to work comfortably [psychologically], see me as a fellow-worker, 
imperviousness should not exist, respect instead of fear, […] things that go beyond the frame of 
responsibilities. 
¶18: Ι. Can you tell me what you believe it is that gives them meaning? 
¶19: I. To your supervisor? 
¶20: R. He is calling the people he has into question [face expression that explains that that means 
challenge and discredit], cannibalization and a stance: ‘finally do this!’’, imposition of view, 
which is a confirmation of his personality. However myself [...] he has helped me. 
¶21: I. To your colleagues in other departments? 
¶22: R. Whatever concerns me, [in relation to my stakes] maybe there are some, who do not want 
people working in autonomy, possibly with the fear of loosing their ‘chair’; and they define more 
narrow frames of collaboration with people, than I do. [He is referring to his supervisor in the 
past?] 
¶23: I. To your subordinates? 
¶24: R. To see me and to find me. I do not have time. They want freedom, control, guidance, sta-
ble and continuous guidance, they want to learn, pleasant environment, reward [acknowledge-
ment].  
¶25: I. Whose responsibility is it to have meaning from the work you do? 
¶26: R. The fish stinks from the head.  
¶27: I. Can you {tell} elaborate more on that?  
¶28: R. What is fault, is the anger that exists in the company, which we want because you find an 
alibi. The very frequent changes in the management levels; everyone has a different mentality. 
The courtiers of the boss – due to his character, - that moves in very frequent changes, his mind is 
always in front [ He tries to excuse and find supportive positive elements on the face of the boss 
versus his weakness to have  courtiers], the middle management level is totally amputated, they 
are not associates of the decisions. When new businesses are announced there is no pleasure […] 
is it enough? Nobody has properly rewarded someone (acknowledge publicly one’s performance, 
contribution, etc) it’s only the accusations that are personal. In this way you loose the personality 
and the climate of the family. [ he believes that the company is the family, or that it should be ex-
pected to be the family] 
¶29: I. What do you think the organisation should do in the future in relation to that (mean-
ing)? 
¶30: R. To deal with people, to do what it promises [speaks about the company]. To reward, not 
only through the bonuses, but also with different ways, the ‘family’ should not be detached from 
the company. 
¶31: I. Can you tell more about that? 
¶32: R. Because we sent people in seminars and flowers in the families, these are nonsense [he 
has actually used a ΄΄heavier word΄΄], I don’t know how feasible is for example, to have also fami-
lies in the annual gathering for the New Years’ cake cutting! 
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¶33: I. How do you think you could help in the development of an environment with meaning 
for everyone involved in the organisation? 
¶34: R. Development and modulation of my subordinates and collaborators. It’s not only me that 
is able to give solutions; everyone should be aligned towards this direction […] to change the 
mentality of the company, for example: you leave at seven o’clock in the afternoon and they tell 
you that it is a half-holiday day! It is a philosophy that has been cultivated by the company. To 
participate in a team that will change things and put things into action. 
¶35: Change process 
¶36: I. How do you think everybody feels about the repositioning in the market project? 
¶37: R. In words maybe all seem aligned! In essence no, because we say that we are the manage-
ment team, but we are one man show. We are towards the customer like we are towards our sub-
ordinates. We call them and they think that a problem has come out! Stress non productive non 
constructive, which is transferred downwards and has made us such as our people do not have a 
relation with the market (contacts, relationships with other colleagues) […] the most constructive 
time of a salesman is the coffee time! 
¶38: I. What is the main reason for that? 
¶39: R. The transfer of things downwards. For example: an issue of sales in order to change the 
image towards the market is discussed in words like x and in action like y. […] I don’t know, this 
cannot be done with this working load. 
¶40: I. What you believe could be done now? 
¶41: R. To pass this philosophy from one man to all the others downwards and not from one to the 
other [he means not from one hierarchical level to the other – top down] 
¶42: I. What could the management team do in relation to that? 
¶43: R. it can pass through the management team, but only if you have trained the whole team bet-
ter… because it demonstrates a different gravity (importance). Of course some direct top-down 
guidelines are needed, but to train people, so as to be certain that everyone will understand the 
same.  
¶44: I. Is there something else which doesn’t allow people to understand the same? 
¶45: R. It starts from the person himself and the culture that he has. For example x is not able to 
motivate people because he is 18 years in an environment that has learned to transfer unproduc-
tively ‘the’ from the top, downwards. The frequent changes or the gaps in management, are con-
tributing in the problem. They magnify it.  
¶46: They do not have been properly trained in managing people; more due to the culture, and less 
due to knowledge that someone has acquired; and of course the absence of planning and pro-
gramming.  
¶47: I. What you believe could be done now? 
¶48: R. People should change their mind; they are not changing in relation to the evolution in the 
market, and in technical knowledge. More are self-taught; no one has told them if what they do is 
correct or wrong. What if they have learned it wrong? They have not been trained! The seminars 
they have followed are funny! The last one regarding negotiation was good, it did not strain them. 
[….]  
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¶49: [From that point the conversation reached a saturation point as the respondent was repeating 
prior positions].  
--------------------------------------------------------------------------------------------------------------------- 
Name: Interviews\PeterS 
Description: Code 1700 
¶1: I. Could  you describe a job {that you could do} that would create meaning to you? 
¶2: R. To wake up in the morning in high spirits, not saying ‘I m going there again’, to have tan-
gible- realistic targets. I am after a target and I am getting passionate about that, if it is not some-
thing that you feel passion for then […] 
¶3: To have relative [to targets] appropriate reward, prospective, and motives. 
¶4: Ι. What is meaning? 
¶5: R. Instigation, motivation, and leadership 
¶6: Ι. Can you tell me what you think you should do in your work? {What is required to do?}  
¶7: R. The basic. To reach the target. Something very important that the company has not devel-
oped is training. We had it in the past; it was the objective of 20% of people in every team to be 
ready for a promotion meaning: how many people have you developed ready in your team? A 
salesman ready for key account, a merchandiser ready for salesman, […] I mean a carer path. We 
are not having this, and we have not done a development plan. It is a matter of culture; I am not 
saying that theoretically, I do not feel that I am endangered by my subordinates, on the contrary, 
they should have prospective to develop. We should have 3 types of people, the ones that are 
ready for promotion, the ones that are stable, productive and are doing the job well and the ones 
that follow and have the potential to move in the other two categories. The thing that distressed 
me more is that we were obliged to hire from outside, as we do not have people from within! 
¶8: I. Can you tell me what you do in your work?  
¶9: R.  What I have said [ it seems that the respondent is not sure giving a reply; as he did in the 
previous question; he started to negotiate on his professional identity] 
¶10: Ι. Can you tell me what gives you meaning in your every day contacts with:  
¶11: I. Your supervisor? 
¶12: R. The response, mutual respect, right judgements, clear roles, and very important: job de-
scription, mutual support not with the meaning of covering up your colleagues, but being together 
in bad and in good things. To know that what I am saying go through to the top management as 
mine (ideas, proposals) and they are not changed, to feel that he feels secure and certain, and to 
think and propose him things for my team.  
¶13: I. Your colleagues in other departments? 
¶14: R. Same things, mutual understanding; in that my experience in trade marketing helped me a 
lot,; to see the needs of the other departments, it is not important only to sell!. To respect the job 
of the others, and not annihilate the job of the other, this is not a good-fellowship.  
¶15: I. Your subordinates? 
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¶16: R. Clear communication, whatever I am thinking for my supervisor, whatever I am asking I 
should also give to my subordinates. 
¶17: Ι. Can you tell me what you believe it is that gives them meaning? 
¶18: I. To your supervisor? 
¶19: R.  
¶20: I. To your colleagues in other departments? 
¶21: R.  
¶22: I. To your subordinates? 
¶23: R. In the team I have -and the same it was in my previous team- I had people that besides 
prospective were saying that this is the job I do, up to this point I am doing it very good, I do not 
know if I go higher and develop further; but I have also people who want prospective, have ambi-
tions and want to develop fast, etc.,  
¶24: I. Whose responsibility is it to have meaning from the work you do? 
¶25: R. For all, the results, to reach the targets, to get the respect from the rest of the team, is im-
portant, it is different to tell that being from outside but carrying the specific role you can under-
stand. So I mean if myself I am not covered by the job I have and the work I do then it is my fault, 
and the company also, […] but I have chosen also the company[…], the most important thing is to 
be ok with myself; I put meaning the same as vision. 
¶26: I. What do you think the organisation should do in the future in relation to that (mean-
ing)? 
¶27: R. To teach me […] that […] an evaluation should take place clear with clarity that would 
say: you have these advantages and these disadvantages, in order to improve you should do 1-2-3 
things, if you want to reach that target. 
¶28: Clear career path, after an evaluation which is not figurative and is done only for saying that 
there is an evaluation; and not to say that you got 6 out of seven so you do well and tomorrow 
they say you do not fit in the organisation! 
¶29: I. Can you tell more about that? 
¶30: R. This is not done because we do not have a proper HR function; that plays very important 
role in a company, ‘it takes up the slack’, the roles and the organisational ‘laws’; is the trustee of 
the things; because apart of our work someone should remind to all that there are ‘laws’ and 
things that should be in a certain order.  
¶31: I. What could be done? / What should the organisation do now? 
¶32: R. Everyone knows and they do not know who I am! For example I have not done this con-
versation with my supervisor or with his supervisor, why? My supervisor was not communicating 
anything from me upwards. He was afraid that I was looking to his position he thought that I was 
sabotaging work, since I have been the only one bringing contradiction in the team. But this was 
due to my experience, he couldn’t understand that I was protecting him and the team since what I 
was saying was guided by my experience and not by something else. 
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¶33: They have never shielded me. 
¶34: If you listen someone in your team and you do not bring contradiction when you have reason 
to believe that what he says is not right, is the worst thing you might do; you put everyone in the 
team and your supervisor in risk ,in danger; and at the end, the result was like I had told. 
¶35: I. How do you think you could help in the development of an environment with meaning 
for everyone involved in the organisation? 
¶36: R. I think I am doing that; I might have to improve my communication with other depart-
ments, for example I am getting nervous with you sometimes, but now there is nothing that I have 
to share so I should not be getting nervous.  
¶37: […] Training, to develop my people is a kind of self evaluation for me; since I came I do it 
every year. I build a team; we used to have a very good team.   
¶38: We have an issue with the other departments, how to show my work. [He believes that this is 
the result of the past experience] because […] I was telling something to my supervisor and he 
was presenting that as his own! What could I say that this was my idea? I simply lost my confi-
dence to him. 
¶39: Change process 
¶40: I. How do you think everybody feels about the repositioning in the market project? 
¶41: R. I believe that they do not believe much; no because they have been through many similar 
processes.  
¶42: The company should make the first step, not the employee. The owners should believe that, 
the management committee should believe that and then the next level down should pass it further 
downwards. I am not pulling myself out! 
¶43: This moment, if we make specific steps and consistent […] it will be enough to change. We 
need theory to what to do specifically and responsibly, implementation, what I do right and what I 
do wrong.  
¶44: It was very helpful that I had 3 weeks abroad and had the chance to discuss with people 
working in other companies, these are good experiences to know what others do, how they did 
some things to make things better. There are many things […] it is a science, no one knows every-
thing nowadays! 
¶45: Some people believe that we can change but they can’t.  
¶46: I. Why? 
¶47: R. They find difficulties in escaping; change is a difficult lesson, in order to change you 
should change the way you think, philosophy, culture; always one that does not want to change 
says : ok come on now , what is this we do it now , etc… 
¶48: My involvement in the trade marketing last year made a lot of good to me. It has passed 
through in the company culture another way of thinking and mentality; a part might not have been 
done properly but another has developed a culture thus we have moved on developing a new 
structure; we also had time limitations and we couldn’t do everything at once. 
¶49: I. What you believe could be done now? 
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¶50: R. When someone is in comfort, mind does not change; to do something is different; it like 
your mother she says ok I do it this way, but she does it her own way! She is not changing with 
any means. You should however change. 
¶51: I. Can you tell me more about that? 
¶52: R. This… with the clear roles is very important; from one side it helps as far as concerns 
learning new things, but from the other side it misdirects you from your route. 
¶53: I. Can you tell more about that? 
¶54: R. Everything starts from the head; it is responsible to make this culture pass through, not to 
search for victims (these are the ones that are responsible), [...] proper evaluations of people 
you’ve got, with respect, etc...   
¶55: When you have people in 80% of effectiveness and you also have someone that has moved 
from 40% to 60% this is good because it is a big improvement, but it is not enough, you should 
get 80%. 
¶56: I. What you believe could be done now? 
¶57: R. We do not fit all in the philosophy of the company; much less when there is an issue in the 
culture. Some are adapted, some not; the company should accept you (the company with the sense 
of people); we are a difficult company. 
--------------------------------------------------------------------------------------------------------------------- 
Name: Interviews\ Tom 
Description: Code 2700 
 ¶3: I. Could you describe a job {that you could do} that would create meaning to you? 
¶4: R. The job as such, the working environment, the perspective {potential} for progress. A job 
that could make me happy is the one that has an interesting task to do. 
¶6: Ι. What is meaning? 
¶7: R. Το engage in more refined projects, to have open communications, good team spirit, in the 
working environment, common culture, processes that would support team spirit and teamwork. 
¶9: Ι. Can you tell me what you think you should do in your work? {What is required to do?}  
¶10: R. I should develop and support with my department an infrastructure of systems and sales 
administrative support,i.e. productivity solutions, statistics reports, forecast tools, and many oth-
ers, so as in order to support the implementation of our strategy to the market and customers.  
¶12: I. Can you tell me what you do in your work? 
¶13: R. Developing and making reports. = However, it is not very clearly defined what exactly I 
am supposed to do. Βy developing and creating a basis (infrastructure) on which we should step 
on and continue to do our job is a way that might create meaning to me. 
¶15: Ι. Can you tell me what gives you meaning in your every day contacts with:  
¶16: I. Your supervisor? 
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¶17: R. To have the whole picture for the things I am about to implement.  
¶19: I. Your colleagues in other departments? 
¶20: R. To be able to communicate properly and to have things we decide on move on and not get 
stuck 
¶22: I. Your subordinates? 
¶23: R. To be able to personally contribute to their personal as well as professional advancement, 
by improving their communication skills, and their professional presentation in the organisation. I 
feel satisfied when they are progressing in personal level also. I am also trying to give them al-
ways the whole picture of what they are supposed to do and why they have to do it, in order to 
make them feel important for what they do, for what they are contributing. 
¶25: Ι. Can you tell me what you believe it is that gives them meaning? 
¶26: I. To your supervisor? 
¶27: R. To be always ok with deadlines and not be exposed to others (departments, other supervi-
sors) in the organisation. 
¶29: I. To your colleagues in other departments? 
¶30: R. Their primary objective of each one is to have his things (priorities and tasks) done 
¶32: I. To your subordinates? 
¶33: R. To feel that there is a perspective for personal growth. Their performance is linked with 
the ability to progress further in the organisation. 
¶35: I. Whose responsibility is it to have meaning from the work you do? 
¶36: R. You cannot make a personification.  It is a matter of substructures in view of the primary 
task = what we have to do?= On top of that the new commercial director has much more demands 
in the mentality 'part' and the way of working. 
¶38: I. Can you tell more about that? 
¶39: R. The change of culture should be done with many sub steps. The basic step should be to 
have very clear the where you want to go! 
¶41: I. How do you think you could help in the development of an environment with meaning 
for everyone involved in the organisation? 
¶42: R. I feel that I might could but I don’t know how! 
¶44: Change process 
¶45: I. How do you think everybody feels about the repositioning in the market project? 
¶46: R. I don’t believe that everybody believes that …No not at all. 
¶48: I. Why? 
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¶49: R. I feel that an invisible battle between old and new exists. There are people in posts (Greek: 
posta) that they don’t ungluing to think something new=and at the same time from the other side 
whatever is new is trying to disregard the old at definition without first looking at it.  
¶51: I. What is the main reason for that? 
¶52: R. We don’t have a clear picture of where we are and where we want to go=the changes in 
strategy, in plans, and many other things, have helped in that situation 
¶54: I. What you believe could be done now? 
¶55: R. Communicate with open communication and dialogue, or with top down decisions and 
method in actions, with constant and continuous communication from top to the bottom and con-
tinuous feedback to correct and fine-tune. Hmm...I think it is preferable to have the second (from 
top to bottom) at least for the next one year. 
¶57: I. Can you tell me more about that? 
¶58: R. Look there are some that believe a change can be done…but others have difficulties. 
¶60: I. What are those difficulties? 
¶61: R. The basic role is in [paidia] - meaning culture (education in a way that the mind is open to 
think something more) and the age, those two factors are determining ones stance. The way we 
work gives security (we work in assurance) = when this changes one comes confronted with inse-
curity and feels vulnerable. 
¶63: I. What you believe could be done now? 
¶64: R. I believe with continuous training (further education) (επιμορφωση) and extroversion in 
the variables that we consider as very important and crucial. by teaching extroversion people can 
then contribute by themselves in the change process. 
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‘A DISCUSSION ON PERSONAL DEVELOPMENT OVER THE 
DURATION OF THE PROGRAMME’ 
 
 
INTRODUCTION 
This paper is a discussion about the process of conducting research as part of a doctorate 
of business administration programme. Specific attention is given to the influence of the 
chosen topic of positive emotions and learning, in the writing of my study, which raised 
questions about the practicability of being a professional manager and a researcher. Out of 
the usual management practices, and not very commonly seen in the instrumental rational 
concepts and theories of the classic business administration area, topic and context have 
seriously influenced the write up of the study and elicited ambivalent emotions.   
 
It is usual for even an unrestrained discussion which highlights some of the dilemmas and 
issues about personal development and learning that emerged during my experiences, to 
take place, although these dilemmas can either neglect a profound image of my life’s 
meaning at that moment or be at least non- representative. This is because  meaning is 
relative, and all this discussion about personal development and learning approximates 
with a psychotherapy process, where the patient is free to discuss any commitment of 
concern.   
 
This paper also reflects upon and raises questions about the liberating nature of learning 
in organisations, and the challenges we might have to respond to, in order to regard 
learning as a positive liberating experience. 
HOW THE TOPIC WAS CHOSEN 
I have sixteen years’ working experience and have been in an executive position for the 
last seven years. My experiences as a professional influenced me to search for the missing 
answer: through what can people connect with the organisation? Why does nobody report 
connection? Why when the organisation seeks for loyal employees, loyalty stand for a 
simple negotiation technique between individual and organisational agendas? In most 
cases, this hides a compromise on the part of the employee, who is revealing the sense of 
contentment, while he or she is at the same time considering withdrawal? I presume that 
loyalty is negotiation that brings one gain or loss, and is part of the total appraisal of one’s 
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position in relation to the organisation at the time of the appraisal, and authenticated when 
one appraises positively his position in the organisation. But being involved in dialogues 
with subordinates and colleagues, most discourses were implicated in a continuous 
exploration of identity and meanings; and engagement was out of the question.   
 
In 2002, before embarking on this programme, I was at the office around seven in the 
evening, having a discussion with a friend of mine, who is a clinical psychologist and 
university professor.  The topic was about children’s cognitive development. Our 
discussion about intellectual development brought to light the social context in which this 
development  takes place. This  was the reason to wonder about what was the cause of 
individual’s lost engagement with the organisation and why effective learning was so 
difficult in this organisational context. Discussion led to the role of emotions and the 
theme interested me. This discussion provoked me into thinking if a linkage between 
emotions and learning could exist, and I started examining this premise. This led towards 
the psychological concepts of emotions and learning, and was very soon inspired and 
enriched by Fredrickson’s theory of positive emotions(Fredrickson 1998a), (Fredrickson 
and Levenson 1998b), (Fredrickson 2000), (Fredrickson 2003b), (Fredrickson et al 
2003a), (Fredrickson and Branigan 2005), which served as a point of reference for my 
thesis  throughout my research. 
WORRIES 
When I began, there was nothing written about the ability of positive emotions to 
facilitate learning in organisations. A theory had not been developed about positive 
emotions and learning in an organisational context. Although there had been some 
attempts to correlate these constructs in academic settings, no work appeared to have been 
done in the strictly organisational context. As the construct is newly developed, my 
orientation had to be more practical than theoretical, and I had to address constructs as 
inductive summaries, based partly on peripheral theory, and partly on observational 
dimensions. This, I might say, influenced my thinking about what reality is and how 
knowledge is created. 
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REALITY AND KNOWLEDGE 
Changing my beliefs about reality and what is there to know caused an upset, which still 
remains. Reading about emotions and learning, I went through concepts of the latter 
which –as I can understand now- were rational, while organisations are not rational in any 
single way. My understanding went to a flux, when I was trying to get the picture of the 
role of human resources management activity in organisations, in relation to policies, 
procedures, and the outcomes of this activity for learning. Having grown up with an 
educational system which emphasised logical positivism, my work experiences have been 
adherently evaluated from a similar perspective. Very fast, it became clear to me that 
knowledge cannot be only derived from sensory experience, which seeks repetitive 
patterns and generalisations of particular observations. It was not possible to know about 
the world objectively. This provoked a more ‘relativist’ stance in my writing. 
 
At a certain point, I had conceptualised emotions and learning from a critical realist 
perspective, and had claimed that organisational context creates desired approaches to 
learning and emotions. In my critical realist conceptual framework, I proposed that hidden 
mechanisms of power give content to some of the discourses developed in the 
organisation, just as they influence the relationship of the individual with the organisation 
in a whole range of factors.  
Soon it came out that social structures are non- identified as existing without the activities 
of the participants within a community. They are products of social interaction existing 
independently of certain rules. It is this interaction which ‘exists’ formulating structure 
and not , rules thus ‘structure’ that exists independently of people’s interaction. These 
views have moved me from critical realism towards social constructionism.  
At this stage, my previous knowledge had to be completely revised, not simply 
augmented. A transformation came through the effort to ground concepts in everyday 
practices trying to understand the organisational ‘reality’ that I had been experiencing, in 
relation to the ‘realities’ my colleagues have been experiencing. The attempt to work with 
discourse analysis and text extracted from surveying my colleagues was the first 
confrontation with language.  
 
The question was about how language works within the organisation. What were the 
implications for me as a leader? The major finding, which until then had remained 
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unobserved, was that people could only hear and see whatever of which they had a past 
‘file’ [understanding]. In the same meeting, one could hear something and another 
something else. Depending on time, perspective and culture colleagues had varying views 
about what has happened in the same meeting.  In various business situations, it seemed 
that ‘reality’ was the product of shared ‘file’ systems, of the people within the situation. 
Nevertheless, there was a kind of construction but in order to become a new ‘reality’ 
agreement from what was made up had to be established. Nevertheless, in all instances, 
we were reaching agreement not only based on words but on persuasive arguments, which 
involved a kind of theory, emotions, grounded at the background – the way things were 
done in the organisation.     
These experiences have influenced me to think and see things differently. The discursive 
constructions were not simply deployed when required, but they were implicated in the 
ways my colleagues experienced themselves.  People related to their assessments like 
been ‘true’ or ‘real’. This finding had implications to the way I was viewing my 
possibilities in relation to the organisation, in relation to the important others around me, 
and in relation to the DBA programme. This has resulted in focusing more to the ‘social 
constructionism’ relation of words to world “Grammar (theory) Æ World (facts)” (Harre 
2004, p.1451). Participants in my research were involved in discursive worlds. These 
worlds were implicating the possible and non-possible ways of being for them, the 
imaginary and the fictional, but they equally did the same for me.  Assessments of what 
has happened in dealing with business problems were affecting the actions we were 
taking. Consequently, these actions were confirming of our assessments. Words allowed 
for action.  
However, as I said, language in the organisation was not referring to itself.  This 
conceptualisation has explicitly distanced me from relativism and post-modernism. 
Talking served to defend participant’s goals as well as to describe the structure of the 
background organisational world.  
Therefore, I have ended up adopting a more reflexive realist position of social 
constructionism, acknowledging that social constructionism could provide an explanatory 
framework to examine the ‘nature’ of the world, capturing the essence of a phenomenon. 
This is what makes social constructionism itself an ontology (Nightingale and Cromby 
2002). So to speak, things being researched are ‘real’ but our understanding of them is 
mediated through our subjectivities.  
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WORK AND STUDY 
In the beginning, like everybody, I suppose, I thought that I would be able to cope 
simultaneously with job requirements and study demands. Time passed, and one 
document followed the other, up to the point where everything stopped! It was a time just 
after summer, with cooler weather for reading, but with increased demands at work. The 
rest of my life ran smoothly, kids were as kids usually are, destructive but happy, and 
friends were patiently excusing my peculiar – as they explained afterwards- behaviour. So 
what was the cause of this delay? 
 
Time seems to be the obvious cause, but it is not. It is true that lack of time reaches a 
saturation level. Especially in a demanding programme like this one, time is never 
sufficient, especially due to work commitments. But time really was a strain, because I 
had limited exposure to the theories on the topic I wanted desperately to research – 
despite my colleagues’ contrary advice, and reading new material was particularly time 
consuming. Having studied marketing and later been through an MBA course, my 
knowledge on emotions and psychology was limited to the ‘Introduction to Psychology’ 
courses during the distanced from practice college years. The matching of the 
requirements of the job in relation to those of study proven to be  the main influence for 
the main goal incongruence for me. Lack of time was aggravated by increased identity 
pressure from work. A new C.E.O had just acclimatised, covering his sixth month at 
work, and it was about time to start running. And like elsewhere in change, I presume all 
the team should have run as well. But the incongruence developed, -apart of the demands 
of the research, the emerged new context of the organisation, and the new leadership 
style- from the fact that my position changed as well. Therefore, I had to work as a 
strategy and business development associate to my new supervisor- a change in role 
which implied enrichment of responsibilities - but at the same time brought me explicitly 
into role and identity confrontation as a researcher, with my subordinates, and colleagues. 
 
The unfortunate consequence was that the sample and the method had to change, only a 
few months before the deadline. I was looking for construct validity in correlations of 
emotional experiences, and responses to learning in the organisation, and I was unable 
collecting evidence from different sources like conventions, seminars, introductions of 
new technologies and innovative practices. In view of that objective, I had obtained 
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support and agreement throughout my research stages, from colleagues and subordinates 
in the organisation. But with the new role the first projects came, and guess what, it was 
about a major change in process and structure, which required work on how practices, 
procedures and reward feel, as well as rethinking the way things work, and it was about to 
affect everyone. 
 
I believe now that I experienced anger and hostility, because I felt that my identity as a 
friend, fellow worker and researcher was at stake. I remember that I had attributed blame 
to my supervisor for this goal incongruence, but I had to realise that this change was not 
intended to harm my identity; and as a result of this rational thought, my anger was muted 
and many often directed elsewhere.  
 
But I decided to start the research again, from scratch. At least I had managed to bring to 
document four to completion. It was easier to continue working with my colleagues, 
instead of working with a wider sample, which was now reluctant and uneasy to 
participate, because of my new role and authority.  
EMOTIONS 
As a result, the increased anxiety of not having enough time for completion of the study 
was evident. It made me organise work patterns in a defensive manner, in an attempt to 
maximise psychic defence mechanisms around the task at hand -which was to finish the 
study- and not in the service of this task. As Lazarus (1991) and Lazarus (1994) suggests, 
at this stage the connection with the study was through a continuous evaluation of my 
strengths and weaknesses in relation to the requirements of the programme.  
Anxiety resulted in withdrawal and avoidance of the anxiety generating events the job as 
it has been formulated, and the research project. (At that time it looked like I was the 
perfect candidate to be interviewed for ‘attachment’ with an emotional/behavioural self 
report scale, on the dimensions of anxiety and avoidance).  
 
Another distressing factor was that time was never sufficient for reflection on the writings 
and the expression of ideas and concepts. This influenced different approaches towards 
reading and writing. First of all, I learned to read and write everywhere where I could 
have access to a computer. For that purpose I carried a mobile disk all the time with me.. I 
had to introduce “electronic” mobility and flexibility in my life. Apart from my office at 
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work, I decided to equip three working places, so that I could work anytime, depending 
on the situation. As a result, I increasingly stressed my defence mechanisms, and became 
unable to react.   
DILEMMAS OF PERSONAL DEVELOPMENT AND LEARNING THEORIES 
What has been a valuable experience was not so much the acquiring of knowledge from 
reading, as I thought at the beginning of the programme, as the learning I acquired 
through re-evaluation of my past experiences. Reading of fresh material -especially in the 
area of emotions- was something which, together with my management experience in the 
organisation, made me reconsider past experiences in the light of the alternative courses 
of behaviour and action, something that opened up new perspectives for behavioural 
change. And truly, the way in which I deal with the same things has completely changed. 
This is living proof of the power and the impact of experiential learning (Rogers and 
Freiberg 1993), supported by a phenomenography framework (Marton et al 1984), which 
established that the content and setting –were predicted on those actually involved in the 
learning.  
 
However, work and reading very soon provoked the surfacing of a dissonance between 
attitudes and behaviours: beliefs and actions at work, simply became incompatible with 
those beliefs and actions incorporated as a result of a deeper conceptualisation of the 
concepts of my study. I started to see people, meetings, socialisation, practices and 
communication in a different way. In the past I believed that most practices in 
organisations revolved around the following:  like human resources training programmes, 
performance appraisal policies and satisfaction surveys, which seemed to me at that time 
merely to be unethical practices on behalf of the organisation, since they incorporated 
motives of power. My situation required attitude formation and change, and for this 
reason resembles a cognitive dissonance framework (Festinger 1957). 
 
I might say that learning has been rather goal directed for me . For that reason I sought 
meaningful behaviour and signs which could show that I was on the right path. In the 
sense that the relationship of the stimuli was more important for me than the stimuli 
response relation, one could define this as sign learning framework (Tolman 1932), which 
however was closer to a connectionist framework (Thorndike 1928), rather than a 
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behaviourist one. But this was not satisfying for me, because learning could not be 
adequately explained without referring to unobservable internal states and emotions.  
 
THE USE OF A CREATIVE JOURNAL 
The programme (of learning) has been an active and creative process, during which new 
ideas about emotions and learning had to be captured in a notebook, as a requirement of 
the programme. Many colleagues have used the term log file, learning log or creative 
journal. NBS uses the term personal log or diary.  
But I prefer to refer to it as a creative journal, because for me this notebook – now two- 
has captured much of the broadening and narrowing of those years. The creative journal 
has been used to capture bits and pieces of knowledge, as they were emerging: comments 
on theories, thoughts and feelings, other commitments of importance not directly relevant 
to the research context, but indirectly influencing it at the time, and self-rewarding targets. 
Being a technology ‘maniac’,  I have through this process ended up with a huge amount 
of gadgets which are unnecessary, and with controversies about the conceptualisation at 
various stages of the research.  
 
The creative journal was for me a way of provoking thinking on the concepts of learning 
and emotions, which are very abstract in nature, and of clarifying, rather deductively 
sometimes, and inconsistent with my beliefs, the possible connection between them.  So I 
used the creative journal as a reflection tool, reading and re-reading, trying to correct or to 
rewrite previous standpoints, and this, I might say, helped in learning and changing in 
perspectives. Overall, I think even the most valuable use of the creative journal was its 
use as a therapeutic tool, where feelings and commitments were logged on and used as a 
point of reference between experiences and outcomes at certain times. The journal was 
catering a useful way of letting off steam, and freeing my mind. 
 
Lateral thinking (DeBono 1991) was a kind of liberation. I had to conceptualise learning 
from a different alternative, not so rational but also not so emotional in the sense of the 
specific action tendencies which the negative emotions carry. So based on a constructivist 
learning framework (Bruner 1996), I was involved in a process in which construction of 
new ideas and concepts were based on current knowledge, and fortified by the centrality 
of discourses. I relied on a cognitive structure which provided meaning and organisation 
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to my experiences, resulting in a new conceptualization of learning.  This was developed 
independently of the traditional concepts of repetitive routine single loop learning 
(Argyris 1999) and (Argyris 2003) of implicit rationality and instrumental functionality. 
The concept was developed as such, influenced by the plausible effects of positive 
emotions on people’s well-being. Productive positive learning stems from and creates 
positive relational meanings for the learner. Although simple in conception, the 
productive positive learning concept incorporates the effects of broadening, and develops 
psychological and social resources for the learner.    
 
Learning for me was positive, because I have managed to imagine the unimaginable side 
of moving through a demanding programme of study which irrespectively of the final 
outcome, has built increased resilience, and new  perspectives from which to  see the 
world. Despite the difficulties and anxieties of the process, research for me has worked 
like a four-year session of tentative psychotherapy, although whether or not the patient 
has been fully cured is still open to debate. But does perfecting exist?  
 
FAILURE AND CHOICE 
 
I have finally understood what choice means. Something I am suggesting to colleagues at 
work for years but have never done it for myself. Everyone is free to choose his or her 
career-path, work content, working hours, targets, free time, whatever you may name 
concerning the strictly organisational or one’s personal life. In order to do this, one should 
think about it first. The choices we make are not independent of motivation for a certain 
action, and action brings results, which are often socially consequential. Results’ 
expectancy and perceived importance for self also involving others, should affect one’s 
ways of acting. That is to say, when I failed the examination, I chose the option of failing. 
This was not done because I was not persistent to the task involved. Maybe, the effort was 
at a low rate. The non-confirming feedback from the examiners was one of the few things 
in my life that helped me really understand that the choice depended on me. Therefore, I 
decided to invent a new ‘reality’. I had a feeling of enjoyment dealing with the re-working 
of the thesis. I have never thought about failure as incompetence or lack of control. I did 
not also care about others around who were expecting me to finish my degree. However, 
it is true, in the beginning, I felt anger, which was directed at the lost goal and something 
else was to blame. However, irrespective of my perceptions of any obstacles, the goal still 
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existed. Anger, did not derail me from the goal, and instead gave me hope for keeping a 
meaningful fight. Something was still there to be accomplished.  
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